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Foreword 



Not all speech communication classroom teachers are aware of the 
1978 changes in the basic skills definiHon of Title II in the Elementary 
and Secondary Education Act of 1965. This 1978 legislative mandate not 
only identifies speaking and listening as basic skills but also calls upon 
both state and local agencies to reevaluate their speech commiuiication 
programs and either restructure these programs or create new ones that 
place greater emphasis upon speaking and listening skills. The exact 
wording of Public Law 95-561 can be found on page 24. 

With the inclusion of oral communication into the basic skills 
requirements, speech communication educators undertook the task of 
assessing and evaluating all phases of the speech communication cur- 
riculums. These findings indicate the majority of traditionally struc- 
txired speech communication courses need more than minor modifica- 
tions to meet the oral competency skill requirements pf a large segment 
of our population. 

In addition, student as well as school participation in traditionally 
structured extracurricular activities such as debate and forensic: is de- 
dining. Rising transportation costs as well as student employment com- 
mitments on Saturdays and after scho'jl prohibit or severely limit stu- 
dent participation in these activities. 

The classroom teacher,- therefore, faces declining enrollment in 
basic course offerings, reduced participation in the traditional forms of 
extracuiTicular activities, and requests from school administrators to 
suggest ways to redesign programs and/or create new methods of pro- 
viding the training necessary to help all who cross the threshold of the 
speech commuiucation classroom to become competent ora] com- 
municators. 

Within the pages of this book the classroom teacher will find guide- 
lines, ideas, and proposals to lighten this seemingly insurmountable 
burden. Suggestions are offered to redesign the traditionally structured 
speech communication curricultmis to provide the titudent with the 
communication competencies he or she needs to meet the challenges of 




the 1980's. In short, this book serves as an aid for the classroom teacher 
preparing personalized course outlines, d^?termining functional compe- 
tency levels, and planning new activities for the speech communication 
instruction of the 80's. 

The directives are flexible because each communication course 
must be designed to meet the needs of the students of that specific 
community, as Roy Berko points out. Many of the authors stress the 
need for training in small group discussion, problem solving, decision 
making, group leadership, and interpersonal communication. 

Andrew Wolvin believes that part of the career education training 
of the secondary student should be in effective speaking and listening 
to enter the job market with the necessary communication skills. As 
Cassandra Book reminds us, many students enter the job market di- 
rectly from high school, and these students will benefit from special 
instruction in interpersonal skills as well as extending their communica- 
tion skills through speaking and listening activities. 

Paul Friedman's article on mainstreaming suggests the possibilities 
of extended group work and training in group leadership. He offers 
guidelines to help ov«en communication lines between students in the 
mainstreamed clas,*. ^ *n. 

Peter Miller stated that television is the only true ma^f, medium and 
offers the mass communication teacher some excellent points to be 
considered when planning activities. 

Regardless of the level of education. Miller feels the central task for 
all teachers is to instill \r. their students "a tolerance for opposing view- 
points" as well as "an appreciation for alternative cultural forms." The 
classroom teacher might be able to achieve these goals by offering 
rtudents a wide variety of practical experiences in speaking and listen- 
ing. 

Of particular interest to the classroom teacher, then, are the sugges- 
tions of ways to extend the classroom instruction inlo the community, 
thus providing students with new opportunities to practice their com- 
munication skills. Although debate and forensics activities will continue 
to interest many students, James Klumpp reminds us that financial costs 
and limited time commitments of students will continue to be factors 
to consider in the 80's. 

Most of the authors suggest ways the forensic and debate activities 
of the 70's can be expanded in the 80's to provide student participation 
in alternative activities that help them achieve oral communication 
competency. Cassandra Book suggests participation in speaking events 
through video-telephones as one answer to cutbacks in extracurricular 
activities. A modification of this is debating by cassette tape in much 



the same manner as chess is presently played by participants in various 
sections of the country. 

Another possibility of extending the classroom instruction into the 
community is through the local radio station. Radio talk show hosts set 
up a premise or proposition at the opening of the program and open the 
phone lines to the public for questions and discussion with a panel c " 
speech communication students. 

Another variation of this utilizaticn of local radio programming 
woula be high school students debating local or national h)pics of 
interest in the locale. Radio listeners participate by calling in with their 
comments and registering their vote for the best debate team. 

Learning experiences for students in the interpersonal or basic 
classes who wish to practice their communication skills can often be 
found within the teacher's own school system, as Lee Hudson and 
Beverly Whitaker Long note. Their ideas are sure to suggest other possi- 
ble sources to the reader. One possibility that comes to mind is the social 
studies teacher. Presentations of wock student congresses by speech 
communication students give students in both disciplines the chance to 
practice their communication skills in nonthreatening situations. 

One excellent way to develop and implement speech communica- 
tion, theatre, and mass communication activities tor the secondary stu- 
dent is through the speakers' bureau. Although many of the authors in 
this book either mention or allude to the value of a speakers' bureau, 
it is one form of alternative activity LHle used by classroom teachers in 
the 70's. The speakers' bureau concept can be as diverse in types of 
learning experiences and programs as teachers wish and students de- 
mand. Swing debates with local legislative representatives might draw 
large community crowds. Dramatizations of historical events have tre- 
mendous appeal for civic and community organizations. 

As classroom teachers of speech communication redesign their cur- 
riculums and their instructional methods to train students in the com- 
munication skills needed in the real world beyond the classroom, the 
speech communication classroom of the 80's will become an exciting 
and stimulating place to be. As John Daly notes, there is no one correct 
way to teach. 

Joy H. McClintock 
Speech Teacher 
Seminole High School 
Seminole, Florida 



Introduction 



It is especially refreshing to discover that a tone of optimism 
permeates the 20 chapters that comprise this document. I have grouped 
them in an order which, I hope, helps to focus on the overall concerns. 
In the Hrst five chapters, the authors speculate positively about the 
future of speech communication instruction in five of its most common 
settings— elementary schools, secondary schools, community colleges, 
colleges and universities, and the world of work. Chapters 6 through 15 
focus on an alphabetized arrangement of the major content areas for 
speech communication instruction as categorized by the National Cen- 
ter for Education Statistics. The remaining five chapters discuss instruc- 
tional topics of special concern for speech communication teachers. 
Taken together, the 20 chapters provide many suggestions, predictions, 
alternatives, innovations, and improvements that can be either under- 
taken or accomplished during the 1980's. A careful reading of the chap- 
ters, then, should provide the speech communication teacher with crea- 
tive responses to the bracing facts of the 80's. 

Gustav VV. Friedrich 
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CHAPTER 1 



Speech CommunicaHon 
in the Elementary School 

Barbara 5. Wood 
Conien^ Consultants: David £ Butt 
Pennsylvania State University 
Robert Hopper 
University of Texas at Austin 



Education in the 1980's has b^gun with a new and exciting empha- 
sis on basic skills in human development — and oral communication is 
now recognized as a critical skill in the educational process for children 
and youth. As a result of the passage of basic skills legislation, we will 
see speaking and listening include in the basic curriculum in ovi ele- 
mentary schools. ITiese dramatic changes will result: 

1. The focus of language arts instruction will be broadened from 
the development of literacy skills (reading and writing) to the 
development of communication skills, including speaking r.nc^ 

' listening. 

2. Teachers of language arts in the elementary schools will take 
a more functional approach, stressing practice in the types of 
communication each student needs to participate successfully 
in peer, i'amily, and classroom relations. 

3. Students will do more talking during instruction so that the 
classroom will be an alive, talkative, and sometimes chaotic 
envi/onment. 
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This chapter outlines a speech communication program for elemen- 
tary schools of the 80's. Instructional philosophy will begin to challenge 
an assumption that many teachers and parents have about children's 
language: Because children can talk, they are skilled in oral communica- 
tion. Recent studies suggest that not only do children lack basic skills 
in oral communication but also they are often reticent to talk in front 
of others.^ Their reticence stems from several sources, but one relates 
to classroom practices that emphasize nonoral modes of learning. If the 
goal of language arts instruction is to develop important, functional 
communication skills, then practice in effective speaking and listening 
must be emphasized in such programs. The programs that should be 
developed during the 80's are described in terms of four components: 
the content of instruction, the nature of the instructional process, 
tecltniques of classroom management, and instructional planning 
practices. 

THE CONTENT OF THE PROGRAM 

The content must include the most practical communication 
matters that apply to all people. While language patterns and par- 
ticular communication forms vary from culture to culture and from 
situation to situation, communication functions are relevant to all of us, 
all of the time. This is why communication functions rather than forms 
should be emphasized. The following five functions should serve as 
the content:^ 

1. Controlling: Every day students deal with controlling situations, 
whether in the classroom or in the home. They seek to change 
the minds of others and react to others' pleas. They hope to 
affect the course of action on the playground and in their 
homes. Dealing with controlling requires practice in request- 
ing, suggesting, refusing, and assenting, for example. 

2. Sharing feelings: Some of the most important learning experiences 
involve sharing feelings with important people in our lives. 
While the understanding and sharing of our feelings have sel- 
dom been the focus of public school programs, future programs 
will benefit from these emphases. As a result, teachers must 
provide communication practice in praising, commiserating, 
expressing approval, apologizing, and responding to rejection. 

3. Informing: Elementary language arts programs have always 
focused on clear expression of ideas. Refocusing instruction 
toward the oral dimension will necessitate some important 



changes in order to include such communication strategies as 
explaining, naming, asking questions, and denying. 

4. Ritualizing: When our messages help to sustain our social rela- 
tionships, we are ntualizing, a communication strategy critical 
to building strong and healthy relationships with our family, 
friends, and teachers. Greeting, thanking, introducing, and 
teasing are exmples of this function. 

5. Imagining: When we use language in ways that deal creatively 
with reality, we are imagining. To function successfully in the 
family, in the classroom, and with peers, students must develop 
such skills as speculating, fantasizing, and storytelling. 

the 1980's students will learn more about these Bve basic com- 
munication functions as teachers focus more on the practical skills nec- 
essary for effective speaking and listening. The shift from workbook 
activities and the written mode to encounter activities and oral learning 
should be an exciting one for elementary school students. 

Four guidelines must be considered in adopting the functional com- 
munication approach in the classroom. First, communication is transac- 
tional. Our conversations with others involve a flow of ideas ani' feel- 
ings back and forth; no one is the speaker while the other is only the 
listener. Instead, both persons play both roles simultaneously; they 
listen and watch as they talk and move their bodies. Communication is 
not simply action H- reaction — it is transaction. 

A second guideline is that at any one time a communication situa- 
tion almost always includes multiple functions; a person could be trying 
to change someone's mind (controlling) through rather personal means 
(sharing feelings). While one function might stand out as primary, 
multiple functions are typical of our everyday communications. 

A third point about the content of instruction is that speech com- 
munication is really more than speech: Gestures, facial expressions, 
intonation patterns, and posture play significant roles in saying what we 
want to say to others. Furthei:, we read the body language of others in 
such a way that, as some experts put it, the nonverbal communication 
we hear and see helps us to interpret the words we listen to. 

Finally, anyone who is seriously considering alternate learning en- 
vironments knows that one of the most effective ways of teaching 
students almost anything, from math and science to basic grammar, is 
through oral communication among teacher and students. An approach 
that sharpens oral communication skills will undoubtedly help students 
develop learning strategies in such other basic skill areas as, for example, 
mathematics. 




THE INSTRUCTIONAL PROCESS 

A modei of competence presented by Connolly and Bruner has 
been selected as the instructional guide for the development of commu- 
nication competence because it specifies the tasks essential to communi- 
cation le .ming:^ 

1. Competence in any skill area must begin with the acquisition 
of an adequate repertoire of skills in that area. Speech communi- 
cation teachers seek to develop in students an adequate and 
varied repertoire of communication strategies or ac that they 
can use effectively in important situations. Classroom instruc- 
tion should be geared toward increasing the students' reper- 
toires so that they have adequate alternatives in expressing 
affection, gaining someone's attention, asking for help when a 
task is too difficult, and assertively leading a group." 

2. Next, competence in any area requires the use of a se'. of selection 
criferi'a so that choices are appropriate. To achieve speech com- 
munication competence, students must learn the parameters 
defining the situation (participants, topic, task, and setting) so 
that they can adapt their messages to these parameters.^ Fur- 
ther, conversational rules comprise selection criteria they must 
learn— e.g., stay on the topic, don't say too much, be truthful 
and have evidence, and be clear about what you say.* 

3. The implementation of communication choices is the third com- 
ponent in the development of commur.icdtion competence. 
Students must be given practice in the verbal and nonverbal 
strategies that might be appropriate for them in specific com- 
munication situations. Role playing and small-group discus- 
sio.-i are important methods that the teacher can use to provide 
students with this practice. The environment of implementa- 
tion must be supportive and helpful; the teacher must try not 
to be the prescriptive authority on the subject, but rather a 
moderator or discussion leader, trying to help students discuss 
and discover how they can communicate and how others re- 
spond to their attempts. 

4. Finally, evaluation procedures must be clearly outlined for the 
teacher and the students. The teacher is not asked to present 
"the correct way"; rather, the students and the teacher discuss 
the appropriateness and effectiveness of alternative ways of 
accomplishing an objective. Personal objectives ("Did I say 
what I really meant?") and relational objectives ("Will he or 
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bhe still like me after I said that?") must be weighed. Students 
musf consider what it means to adapt their communication to 
theiv partner." 

The four components of competence that outline the instructional 
process strongly suggest dramatic changes in the elementary school 
classroom. First, using this instructional process will undoubtedly 
change the classroom atmosphere. The increased use of role-playing and 
small-group instructional methods will mean a more modest role for the 
traditional "teacher talks, students listen" approach. As a result, the 
classroom may, at times, seem noisy and disorganized to the teacher 
who enjoys total control. My experience in working with teachers is, 
however, that the more they themselves are able to adapt to the model 
of instructional practice, the more comfortable they become with the 
new atmosphere. 



CLASSROOM MANAGEMENT 

Because the functional approach to language arts instruction is 
different from the approaches correlated with more traditional activities 
such as creative dramatics, puppetry, storytelling, and public speaking, 
it is essential that teachers adopt a new view of classroom management 
Two critical management principles are at the heart of this view,* 

One suggests that the teacher is the discussion leader, moderator, 
or facilitator for learning, not the prescriber of correct ways of com- 
municating. As just discussed, elementary school teachers find it ex- 
tremely difficult to adjust their teaching styles to the new functional 
communication approach They worry that students will control the 
learning experience, they worry that things will get out of hand, and 
they "know" that nothing will be accomplished. For these teachers tc 
gain experience in working within the guidelines of this approach (in, 
for example, in-service workshops) is essential. Also helpful to teachers 
who are trying this approach is a very carefully defined set of activities. 
Following small-group activities, for example, questions and answers 
define the analysis phase of instruction, in which the teacher is asked 
to refrain from giving specific suggestions (prescriptions). The use of 
small groups in order to include all students in the implementation will 
be difficult at first; teachers may worry that some groups will function 
effectively while others might not. But rather than concluding that a 
nonfunctioning group is a learning mishap, analyze aloud what took 
place in that group to gain valuable insight into the communication 
process. 




The second factor in classroom management that sets this approach 
apart from more traditional ones is that virtually all of the students 
engage in implementation together. Students learn by doing, and much 
of Ihe activity involves talking to each other; but an alive and rather 
noisy classroom atmosphere does not mean tKat learning cannot take 
place Student involvement is the key to this approach, including partic- 
ipation in small-group activities and in follow-up classroom discussion. 
During the question-and-follow-up portion of instruction students will 
have to deal with important questions like these: 

1. Whit different approaches did my friend try? (repertoire) 

2. What reasons might have caused him or her to arrive at a 
decision to say this? (selection criteria) 

3. Was he or she able to say what he or she wanted to say? Express 
what he or she wanted to? Did it seem to work for him or her? 
(implementation) 

4. Was his or her approach more effective than another person's? 
Why? (evaluation) 

During the question-and-follow-up portion of instruction, students 
will have to listen, watch, classify, comment, and support judgments 
about the communication in the classroom. 

INSTRUCTIONAL PLANNING 

Functional communication competencies develop outward — from 
classroom, to peer group, to family, and to the community. Students at 
all grade levels can benefit from instruction in the five basic communica- 
tion functions, with differences in instruction resulting from the nature 
of the exercises and the expectations. Older, more experienced students 
will give more examples and will use both a larger repertoire of strate- 
gies and a more refined set of selection criteria. Further, they will proba- 
bly be raore skilled in implementing and evaluating their communica- 
tion choices. 

Because the functional communication approach is a recent devel- 
opment, there have been no large-scale applications of such programs. 
However, school districts and state education agencies in Ohio, 
Colorado, Pennsylvania, and Massachusetts, for example, have incorpo- 
rated functional communication competencies into their curriculums. 
Districts and states interested in exploring these programs should con- 
tact these locations. Basic skills legislation mandates that educational 
agencies across the country teach oral communication — speaking and 
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listening. Within the next few years, state education agencies will be 
able to provide information on model programs in functional communi- 
cation. 

The approach described here is practical and function-based, 
meaning that the criHcal communication situations worthy of study are not 
defined by theorists sitting in their offices. Instead, the skills to be 
developed are the products of real student needs as practical issues, 
human concerns, and important relationships become primary concerns. 
ProbabV the greatest strength of this approach is that, when done well, 
it is extremely sensitive to the needs of the students. Because of this, 
input from the students and their friends and families is essential; 
programs will, by definition, vary according to the type of community, 
the type of family life, amd the type of communication demands. Every- 
day communication situations form the core of the learning experience 
so that students will gain the confidence and competence they need to 
succeed in their communication encounters. 

If our instruction works well on the elementary level, and if sec- 
ondary school programs continue to develop basic oral communication 
skills, then we can be confident that our public school graduates will be 
able to conduct themselves effectively during a job interview, ask for 
help when they need it, or express affection to a friend at that special 
moment. Our concerns about graduates (such as "Are they ready for the 
real world?") should be reduced as they participate in programs that are 
designed to develop their functional communication skills. 

SUMMARY 

Oral communication has finally been recognized as a basic educa- 
tional skill. As a result, programs in the 1980's will focus on the essential 
functions of communication; controlling, sharing feelings, informing, 
ritualizing, and imagining. The purposes of instruction in speaking and 
listening will be to develop a repertoire of communication strategies for 
everyday communication, to develop a set of criteria for selecting from 
among these strategies, to develop ways of implementing communica- 
tion choices, and to use criteria to evaluate communication attempts. 
Classroom management practices will shift from prescriptive and direc- 
tive to analytical. Finally, instructional planning can be linked to new 
programs related to basic skills development in each state. The result for 
students? The classroom will become a more exciting place in which to 
communicate, to learn, and to develop effective speech communication 
skills. 
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CHAPTER 2 



Speech Communication 
in the Secondary School 

Cassandra L Book 
Conieni ConsuUanh: Kafhy Galvin 
Northwestern University 
Jody L Nyquist 
University of Washington 



Although the adage ''the only thing that is permanent is change'' 
may have meaning elsewhere, it appears that secondary-level speech 
cOII^lm^ication curriculums have undergone few modifications in re- 
cent decades. Indeed, the relatively unaltered, traditional speech offer- 
ings do not appear to reflect the legislative, societal, and career demands 
of the times; nor do they seeL:\ to fulfill the personal communication 
needs of the majority of our population. To help meet these needs and 
to provide students with communication competencies that will allow 
them to meet the challenges of a rapidly changing society, speech com- 
munication ctirriculums at the secondary level must undergo significant 
revision during the 1980's. In this chapter the author will describe the 
secondary speech communication curriailar and extracurricular offer- 
ings of the late 1970's and then suggest ways in which speech communi- 
cation courses can be responsive to the legislative, societal, career, and 
personal demands of the 1980's. 




SPEECH COMMUNICATION IN THE LATE 1970'S 



A survey of i5 states from coast to coast during the late 1970's^ 
identified speech communication courses and/or programs in approxi- 
mately 76 percent of the schools responding; approximately 24 percent 
indicated that no speech program was offered. Although the response 
rate varied from state to state, overall oniy 52 percent of the secondary- 
level schools responded to the questionnaire. Therefore, 76 percent is 
probably an overestimation of the percentage of schools overall offering 
speech (since schools with programs would be more likely to return the 
questionnaires than would those without programs). 

The basic speech communication course was listed as elective in 
two-thirds of the schools and was required in only one-third of the 
schools. Thus, if 76 percent of the schools responding offered speech 
and, of those, only 33 percent required it, only 25 percent of the students 
were required to take a speech course. 

The basic course was described as being one semester long and 
offered only once each year to a combination of ninth or tenth through 
twelfth graders. The average section had 20 students and was generally 
55 minutes long. Although a combination of topics including interper- 
sonal communication, discussion, oral interpretation, debate, and drama 
were usually taught in the basic course, public speaking dominated the 
course. The most frequently cited textbooks were The Art of Speaking by 
Elson and Peck (1966); Basic Speech Experiences by Carlisle (1969); The New 
American Speech by Hedde, Brigance, and Powell (196S); Speaking of Commu- 
nication by Wilkinson (1975); Person h Person by Galvin and Book (1974); 
and Patterns in Communication by Hedde, Brigance, and Powell (1973). 
Evaluation of a combination of oral and written work r as most com- 
mon. Finally, 82 percent of the responding schools reported that speech 
was not combined with another course, but, when combined, it was 
most frequently taught with English. 

Beyond the basic course, the rank order of advanced courses overall 
and the mean percentages of schools offering them were as follows: (1) 
drama, 59.5 percent; (2) advanced speech, 30.3 percent; (3) debate, 26.5 
percent; (4) radio/television/mass media, 18.5 percent; (5) oral interpre- 
tation, 14.9 percent; (6) film, 11.2 percent; (7) discussion, 7.6 percent; 
^nd (8) interpersonal communication, 7 percent. 

Of the extracurricular offerings, theatre or drama was the most 
popular with an average of 78.2 percent of the schools offering it. 
Forensics (individual events) was offered by a mean of 53.5 percent of 
the schools, debate by 39.6 percent, and discussion or student congress 
by 17.5 piircent. Other activities such as speakers' bureaus and competi- 
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tive speaking for community service group awards and scholarships 
were also mentioned. 

The responses revealed little change in terms of basic or advanced 
course offerings in the states where comparisons were made with stud- 
ies completed in the previous 10 years. Since the discipline of speech 
communication has undergone significant modification during the 
1970's, it appears particularly appropriate that speech communication 
educators devote themselves to revising their secondary' curriculums to 
meet the needs and demands of the 1980's. 

DEMANDS OF THE 1980'S ON THE CONTENT OF 
SPEECH COMMUNICATION COURSES 

Legislative Demands 

The very fact that speech communication has now become a basic 
skill by law should be reflected in whaf is taught and how it is taught. 
Title II of the Elementary and Secondary Education Act of 1965 was 
amended in the new Title II, which was adopted on November 1, 1978, 
to read as follows: 

The purpose of this part is — (1) to assist Federal, State and local 
educational agencies to coordinate the utilization of all available 
resources for elementary and secondary education to improve in- 
struction so that all children are able to master the basic skills of 
reading, mathematics, and effective communication, both written 
and oral; (2) to encourage States to develop comprehensive and 
systematic plans for improving achievement in the basic skills; (3) 
to provide financial assistance to State and local educational agen- 
cies for the development of programs in the basic skills (Public 

Law 95-561) 

The inclusion of speaking and listening as basic skills puts new demands 
on schools to identify ways in which this legislative mandate for speech 
instruction is being met or to create units or courses to satisfy this 
requirement. From the research cited above, it appears that many 
schools will have to add courses in speech or will have to demonstrate 
how instruction in speaking and listening skills is integrated into their 
language arts curriculums. In addition, speech courses (or at least units) 
will have to be required rather than elective, and means of assessing 
students' speaking and listening skills will havft to be created ij nd imple- 
mented. 

To be in compliance with the legislation, students will have to be 
instructed in speaking and listening, not merely asked to speak and 
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listen as part of another exercise. Hopiefully, as a result of Title II, 
educators will not be allowed to say that students who simply give oral 
reports to their peers, for example, are receiving actual instruction in 
improving their speaking and listening skills. SpeciBc instruction de- 
signed to improve students' abilities to use the five communication 
functions — informing, controlling, sharing feelings, ritualizing, and 
imagining — must be provided, and the students' abilities in these areas 
must be assessed.^ As indicated in Chapter 1 by Barbara Wood, these 
functions should become the basis for the design of curriculums and the 
creation of instructional objectives. 

Thus, the legislation of the 70's and 80's has placed new demands 
on the curriculum that potentially will bring as much attention to 
speaking and listemng as to the other basic skills of reading, writing, and 
arithmetic. 

Societal Demands 

A second major demand of the 80's results from our society's need 
for articulate speakers who can provide effective leadership, problem 
solving, and decision making within groups, organizations, and govern- 
ment. Since speech communication has a long history of research and 
teaching in these areas, it should be simple to develop courses that 
provide students with opportimities to work through problem- solving 
procedures as they tackle meaningful issues, particularly those upon 
which students can have an impact. Students need to learn to consider 
problems and the myriad of contributing issues from various points cf 
view, snd to reach decisions through systematic analysis of the advan- 
tages and disadvantages of each potential solution. They need to experi- 
ence firsthand the complexities of bringing about change in a highly 
integrated world so that they (1) can empathize more with the public 
officials and other managers who make policy decisions and solve prob- 
lems that affect them, (2) can make more meaningful and informed 
contributions to policy rhanges, when possible, and (3) can have an 
effective impact on a particular system, when necessary, by organizing 
appropriate communication strategies. 

Group problem-solving activities that involve effective use of all 
the functions of communication should be helpful in training students 
to provide leadership or simply to participate more effectively in the 
American democratic process and on various task forces and committees 
of communities and companies. High school students who experience 
this group problem-solving process should be prepared, as adults, to 
better solve problems, make decisions, and articulate both the solutions 
and the reasons supporting these solutions. While teachers in many 



25 



'^4 



disciplines work toward these goals, the complex communication as- 
pects of these activities should be handled by a communication special- 
ist ^t the secondary level. 

The energy, economic, and sociological problems of the 80's prom- 
ise only to be more complex than in the past and to penetrate ali social 
strata of the country. The late 1960's and early 1970's was a time of 
violent response to problems that left most people dissatisfied with 
protest demonstrations, rock throwing, and bra burning as solutions to 
problems or as means of effective and permanent change. Hopefully, 
with improved and more widespread training of secondary school stu- 
dents in the effective use of communication to research and articulate 
problems and solutions, the Americans of the next decades will reap the 
benefits of effective solutions, thoughtful decisions, and good leader- 
ship. 

The communication courses of the 1980's must make students more 
intelligent and critical consumers of the media, particularly given the 
fact that for the typical adult, m^dia consumption is a major activity for 
at least three and one-half to four hours per day. The behavioral, cogni- 
tive, and affective influences of the media are evident.^ As a result, 
students must be made aware of the impact of the media on their 
understanding of the world conditions, voting and purchasing behavior, 
life-styles, etc., and should be encouraged to consider alternative ways 
of fulfilling their leisure time rather than being passive receptacles of the 
media messages. They should be encouraged to devote more time to 
activities that include communicating with other people in interper- 
sonal, small-group, and public settings. In addition, students must be 
taught to be effective creators of mass media. Since media technology 
is available at increasingly low cost, the traditional consumer will have 
mor; chance to enjoy videotape, film, and even public broadcast. Thus, 
the communication course might add to the students' abilities to criti- 
cally consume the media by giving them "hands-on'' experience in 
producing media messages. 

Career Demands 

A third major demand of the 80's is created by the reality of fre- 
quent career changes: Individuals need a variety of communication 
skills that will help them secure and maintain jobs. As a result of today's 
rapidly changing world, the increased use of technology that makes 
some jobs obsolete, and the personal desire for growth and change, the 
average individual will, after college graduation, make three significant 
career changes and hold approximately nine jobs. Thus, students goir<^ 
into the job market need practice in interviewing and in verbally pack- 
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aging their skills, aspirations, and personal characteristics in ways that 
are best suited to their prospective employers' job needs. Communica- 
tion skills are critical not only in interviewing for the job but also in 
keeping the job. Research on the 1979--80 trends in the recruiting of 
college graduates indicated that "companies rated competent writing 
and speaking skills tops among the qualities sought in prospective em- 
ployees/'* Interpersonal skills were also frequently rated as necessary.* 
Since employers indicate that these skills are necessary for the success 
of college graduates in the interview and, consequently, on the job, high 
school students may find them necessary as well, depending upon the 
job. Faced with a future thai promises frequent job changes, st;'dents 
need special preparation in interviewing, public and interpersonal com- 
munication, and writing skills that will allow them versatility ;n adapt-, 
ing to the range of career communication they are likely to experience. 

Personal Communication Demands 

The fourfh, and perhaps most significant, demand of the 80's is for 
the fulfillment of personal communication needs. In a highly "future- 
shocked" world characterized by transience, increiised leisure time, per- 
vasive technology, lack of permanent friendships, unstable family units, 
information bombardment, and media hype, individuals need improved 
communication skills so that they can cope with and act on, not merely 
react to, the stimuli. While educators in many disciplines will attempt 
to help people to cope with contemporary life, the work of the speech 
communication teacher in fostering effective communicaHon becomes 
more and more critical as the sheer frequency of interaction (both ma- 
chine and interpersonal) increases. 

Students in tKe 80's need to recognize that they are not effective 
communicators merely because they talk "naturally" and frequently. 
They need to be made conscious of their communi :ative incompetence 
and then be provided with a model for assessing and systematically 
improving their communication skills.** Students need to increase their 
repertoire of verbal means of infomiing, controlling, sharir g feelings, 
ritualizing, and imagining. They need to learn to carefully consider 
which communication behaviors they choose based on the participant, 
situation, timing of the message, purpose, etc. They need io be able to 
implement the communication choices they make and, finally, to evalu- 
ate the success or failure of their messages based on the receivers' verbal 
and nonverbal responses. If students are trained to consider this model 
when making, implementing, and evaluating their communication 
choices, they should become not only more competent communicators 
but also more responsible communicators who recognize and accept 
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responsibility for the powerfulness of their talk. Such improved com- 
munication competency and responsibility could have a positive impact 
on all types of personal relationships from employee-employer to inti- 
mate and family interactions. 

Since self-concepts are gained through interaction with others, 
learning to give and receive personal feedback is valuable. Use of open 
and honest, yet supportive, communication is a skill to be gained 
through practice in interpersonal communication classes. In addition, 
learning to express feelings and empathize with others, to listen for 
content as well as emotional responses, and to make responsible and 
congruent choices in verbal and nonverbal expressions are communica- 
tion skills that potentially could help people to overcome the break- 
down of interpersonal relationships. Similarly, skills in conflict manage- 
ment and in building relationships with those "selected others" by 
sharing various levels of information (including self-disclosure) and by 
relating to people as individuals, not merely as roles, should be empha- 
sized in secondary- level speech communication courses so that students 
can better cope with the daily pressures that pull people apart. 

Educators must also create opportunities for students to participate 
in extracurricular speaking events that add to their communication 
competence, increase their self-confidence and self -concepts, and pro- 
vide opportunities to receive feedback on their communication skills. 
Gasoline and energy shortages and budgetary cutbacks have decreased 
the feasibility of students' traveling great distances to participate in 
extracurricular activities. However, new technological developments 
such as video-telephones may eventually be used so that students from 
distant parts of the country can drb.-Kv More intraschool and iocal 
school district programs may have to be created or expanded. Regardless 
of the method, extracurricular speech activitia* should be maintained to 
allow additional experiences for students who seek them. 

SUMMARY 

Title 11 requires that instruction in speaking and listening be made 
available for all students in the 1980's. The energy, economic, and 
sociological problems of the 80's, as well as increased media bombard- 
ment, will make it even more necessary to develop students' problem- 
solving skills through speech communication instruction. To help in- 
dividuals secure and maintain jobs in an era of frequent job and career 
changes, communication courses will need to provide practice in func- 
Honal communication skills. Finally, to help people cope with the "fu- 
ture-shocked" world of the 80's, communication courses will need to 
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focus on the fulfillment of personal communication needs. Thus, be- 
cause communication needs are reflected in our legislation, society, ca- 
reers, and personal lives, we must do all that we can to increase the 
communication competence of the secondary-level students who are on 
the threshold of creating our future. 
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Community colleges are unique on the American education scene. 
While many four-year schools are out searching for students, and others 
are seeing a drop, or even a leveling-off, in enrollments, conimunity 
colleges continue to grow. Even as secondary-school populations de- 
cline;, community colleges are expanding by drawing on populations 
o'w 'Bf than recerjt high school graduates. 

Why is this phenomenon currently taking place? What is unique 
about the community college that allows for a crend other than the 
norm? What about the future? It is the purpose of this chapter to explain 
the author's feelings and observations on this phenomenon as it relates 
to speech communication programs at community colleges in the 1980's. 

Community colleges find themselves in a unique educational posi- 
tion because they have low tuition rates; offer college-parallel (the first 
two years of the traditional four-year college or university program) as 
well as technical programs; are located in areas where individuals can 
work and attend school; and offer special interest and noncrsdit courses. 
There appears to be no reason to believe that the trend will change. In 
fact, if anythmg, there should be expanded growth. 

Besides the traiiitional, just-out-of-hi^-school students, post- 



secondary institutions are drawing new types of students: (1) women 
who wish to be trained to enter the job market due to economic condi- 
tions, the growth of female independence, or the desire for a change in 
life-style; (2) individuals who need new training or advanced training 
based on new techniques as a knowledge of computers becomes neces- 
sary in an increasing number of occupations, as technologically sophis- 
ticated equipment replaces semi-skilled workers, and as new licensing 
requirements (involving certification for those seeking real estate anu 
health careers, for example, and for paraprofessionals in various fields) 
are enacted; (3) early retirees who are looking for another career; (4) 
individuals from lower socioeconomic groups who seek upward mobil- 
ity; (5) minorities who feel they now might have a chance to enter the 
job market; (6) foreign students; and (7) newly immigrated individuals. 

The population of potential community college students appears to 
be ever-expanding. What effect will this have on community college 
speech programs? 

1. Most community colleges are open-door institutions (because 
there are no academic restrictions, any student can enter). As 
a result, many students coming to these institutions are ill 
equipped to handle the oral and listening requirements of aca- 
demic life. It would seem, therefore, that many will need course 
work below the basic course offering. Fortunately, the number 
of developmental courses is on the upswing. As an example, 
programs are being developed based on the excellent work of 
Barbara Strain and Pat Wysong (San Antonio Community Col- 
lege) and supplemented by that of Maria Miller (Jefferson 
Community College, Louisville, Kentucky) and Fran Bostwick, 
Barbara Finegan, and Roy Berko (Lorain Couniy Community 
College, Elyria, Ohio). Realistically, most urban colleges and 
many rural community colleges must accept responsibility for 
the fact that they are enrolling students who simply cannot 
"cut it" and will drop out, or who will never reach their poten- 
tial because the colleges do not offer the developmental, reme- 
dial, or supplemental training that these students niust have. 

2. Noncredit courses must be developed to supplement the aca- 
demic offerings. As more people have increased leisure time, 
there is a need to fill those hours. Such offerings as a prac- 
ticuum in humanities (allowing students to attend plays, musi- 
cals, or concerts, and then discuss them); dramatic productions 
that allow for community participation; interpersonal com- 
municationr# courses; workshops in such topical areas as self- 
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awareness, assertiveness training, and attitude assessment; and 
public speaking classes can be developed for students not inter- 
ested in receiving credit, but wishing to fill in their time with 
meaningful activities. 

3. Programs must also be developed to meet the needs of specific 
groups within the community. Community colleges should 
work with local businesses, industries, hospitals, and social 
service institutions in training their people in specific commu- 
nication skills: group discussion, leadership, public speaking, 
stress communication, and nonverbal communication. All of 
these courses would be geared to a particular group and pre- 
sented either on the college campus or on-site at the organiza- 
tion. 

4. A realistic evaluation must be made of the types of skills that 
students need in social and career settings. Community colleges 
should examine the field of communication and ascertain ex- 
actly which skills their students are going to ^:eed to be success- 
ful in a collegiate atmosphere, in l:he world of work, and iu the 
various types of personal relationships they wiil form. The 
speech program, and especially the basic course (wluch is, un- 
fortunately, the only communication course ruost students 
take), should then be designed to reflect these needs. It is my 
belief that many instructors who are being influenced by the 
"back to basics" movement are mistakenly interpreting this to 
mean a return to public speaking, exclusively. It is my opinion 
that students need a balanced program that will taach them 
how to structure communicative messages (whether for a pub- 
lic speech or for an interpersonal interaction), improve their 
listening skills, introduce them to interpersonal communica- 
tions concepts (relationship development and endings), give 
them a general knowledge of the operation of the group pro- 
cess, and provide them with new understanding of the lan- 
guage we use (in both verbal and nonverbal contexts). Such a 
program will at least give students the basis for building an 
understanding of the communicative act and the contexts in 
which they have been, and will be, operating. 

5. Because of their close ties to the area in which they are located, 
more and more two-year- college instructors of speech commu- 
nication should become involved in community-based consult- 
ing. This can and will happen only if the faculty members let 
it be known that they have such expertise and then actively 
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pursue consulting opportunities. Presently, fhe word is com- 
munications. Two-year-college instructors can do themselves 
and their communities a great service by helping others — in 
such settiifgs as industry, health career agencies, and social 
service agencies, for example — become more effective com- 
municators. 

6. A study conducted by the author revealed that of 250 commu- 
nity colleges surveyed, only 36 percent offered a two-year de- 
gree program in communicavions, with 10.2 percent offering a 
two-year technical degree program. Specific, speech-oriented 
two-year programs included course work in multimedlJi com- 
munication, broadcasting, applied theatre arts, broadcast engi- 
neering technology, visual arts, theatre arts, and speech com- 
munication. 

At an Action Caucus held at the Speech Communication 
Association (SCA) convention in 1977, it was revealed that 
several institutions were proposing degree programs in sign 
language. Such programs have now been developed and appear 
to be providing a much-needed service in the communities in 
which the sponsoring colleges are located. 

An effort should be made by SCA and the Community 
College Section of SCA (1) to ascertain what types of speech 
programs should be developed that would fit into a two-year 
time allocation and (2) to develop curriculums that would im- 
plement these programs. 

7. Community colleges tend to be conservative in their course 
offerings. Surveys indicate that most offer a single basic course 
in speech communication, although some offer an additional 
course in interpersonal communication or specialized commu- 
nication — e.g.. Business and Organizational Speaking, Speech 
for Technicians, Speech for Nurses, InterA^ewing, Interpersonal 
Communications for Health Careers. 

The more courses that are offered, the more interest grows 
in the entire field, and the more demand there is for additional 
courses and additional sections. Though this expansion should 
take place, we cannot realistically assume that community col- 
leges, as a whole, "re going to greatly expand their offerings 
unless the nev;iy emerging trend to offer specific courses for 
specific people becomes a more dynamic movement. 

8. Community colleges are, and will continue to be, the institu- 
tions called upon to socialize America's newcomers. Whether 



these i>eople are the newly immigrated or the foreign students 
who come for further training, they have the same need — to 
improve their communication skills. Two-year institutions are 
experiencing a greater demand for courses such as English as a 
Second Language 

9. As more and more ^\ates pass legislation to ensure education in 
the basic skills, there will be a need for more skill training in 
communications. Concomitantly, there v^'ill be a need to focus 
on basic speech competencies and to ensure that each student, 
after having taken a speech course, will have at least the mini- 
mum competence required to communicate in the marketplace. 

10. The persons best qualified to save our cities in the 80's will be 
those who will be able to work against the grain of increased 
alienation. Individuals trained in speech communication will be 
better equipped than most to mediate differences, to act as 
conflict managers. Ideally these professionals would come from 
community college staffs because the instructors are known to, 
and familiar with, the community. 

11. A serious problem confronting community college communi- 
cation programs is tiie quality and type of instructors teaching 
at these institutions. With the present Ph.D. glut, many gradu- 
ates who possess a doctorate degree are pursuing community 
college positions. While these professionals are often well 
versed in research and scholarship, community colleges need 
h-ained teachers, a skill often overlooked in many doctorate pro- 
grams. A university and a community college are separate enti- 
ties, and spoech communication faculties have unique thrusts 
in each type of institution. One of the challenges that commu- 
nity colleges will have to meet during the 80's is the strong 
verbalization of the separate but equal concept in professional 
preparation for its futuie faculty members. 

Community colleges are unique institutions, and because of this, 
the speech communication programs within these institutions can do 
much to reach out and serve the various factions within the communi- 
ties in which they are located. They are already doing this in many 
places, but with special effort, even more can and will be accomplished. 
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A PREAMBLE 

Before proceeding further, the reader should be warned that he or 
she is about to read a polemic. Although polemical writing is the dis- 
courteous cousin of the academic essay, it has an honorable history in 
the more turbulent realm of political and social affairs. Normally, the 
polemic has two rhetorical features: (1) it is more negative than the facts 
warrant, and (2) it overstates the case that it attempts to make. If the 
polemic has such disreputable features, why use it? I state my case 
polemically because certain trends in higher education disturb me, be- 
cause I feel that these trends deserve discussion, and because I do not 
have a ready solution to the problems that attend them. Naturally, if 
these problems were easily solved, I would have cast my remarks in a 
less disputatious and more courtly style. 

In the other chapters of this book, positively stated and rationally 
deliberated goals for the field of speech communication are presented 
to the reader. If my essay, thus, constitutes the lunatic fringe of this 
volume, it is because I feel that no set of purely ''academic'' goals can 
be reached until the psychological environment surrounding the teach- 
ing profession is taken into consideration as well. I have chosen the 
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polemical form because queries raised in a vigorous fashion are likely 
to be " Alt' '*t»h I beg the reader's forgiveness for sailing this 

essay betv ee tl e Scylia of the Impolitic and the Charybdis of the 
Impolite, I do not apologize for the questions raised because they cau 
steer us truly. 

Be aware, rh?? heathens are among us. Oh, I suppose that they have 
always been among us. A nation could hardly have listened to the 
mindless cant of the 60's or watched the even more tedious situation 
comedies of the 70's without producing a heathen or two. But the 1980's 
threaten to deify a new kind of heathen, a person I choose to call the 
New Philistine. 

The New Philistines are becoming well ensconced in all areas of 
endeavor. They have raised to the heights the corporate director of 
General Motors and dashed underfoot the Peace Corps volunteer; they 
have nurtured a shocking illiteracy in the United States, while at the 
same time causing the circulation of the National Inquirer to soar; and they 
have produced the overpaid athlete, the TV dinner, the Watergate ethic, 
and the white flight mentality. The New Philistines have done their best 
to sap creativity from popular entertainment, to substitute barbarism 
for political morality, and to replace precious energy resources with 
homilies from the major oil corporations. 

I suppose that indignities such as these should give us all pause. But 
our real call to arms has only recently been sounded. The New Philis- 
tines have screwed up their courage sufficiently to take on higher educa- 
tion itself. They have introduced into academia the administration's 
PTE ratio, the faculty's labor union, and the library's mutilated copy of 
Time magazine. They have smiled approvingly upon the social scientist's 
multiple-choice examination, the Business School's Chair of Free Enter- 
prise, and the English Department's desperate foray into popular cul- 
ture. They have helped to create (and reward) the one-day - on-campus 
entrepreneurial professor, the afternoon soap opera break in student 
dormitories, and the meretricious second administrative assistant to the 
Vice-Provost. 

This metaphor of the New Philistine is not simply a caltch-all device 
useful for launching an attack on sundry ills. Nor are these people 
imaginary. The New Philistines stalk the college campus and must be 
resisted. In these remarks I shall offer explanations for the rise of the 
New Philistines and suggest attitudes that may prove useful to those of 
us in speech communication who wish to resist their blandishments. 
Although I may be blinded by the privations of the times, I doubt that 
teachers of speech communication could perform a more important 



service than that of dispatching the New Philistines in this, the elev- 
enth, hour. 

Definitionally, the New Philistinism in higher education is the 
acolyte of the cost-efficient, academic quick fix. Mixed metaphor run 
amok? Not completely. The theological, economic, and pharmacological 
images help to point up the tremendous influence of the New Philis- 
tines. Above all, they are True B'jlievers. They preach the doctrine of 
positivism, arguing that society's problems are esseniially technological 
in nature and, therefore, require essenlially technological palliatives. 
The New Philistines also come garbed as academk capitalists who hold 
that market demands should determine all educational priorities;, all 
curricular development, and all faculty recruitment. Perhaps because 
they have, thus, combined ersatz religion with short-sighted economics, 
the academic Philistines find their peak experiences to be chemical 
rather than transcendental in nature. When a New Philistine describes 
an educational institution to a television audience between halves of a 
Saturday afternoon football game, he or she makes orgiastic allusions 
to its famed nuclear accelerator, to its lengthening cadre of law school 
graduates, to its burgeoning enrollment in data processing, and to its 
newly developed technique for increasing hog production. Rarely these 
days do we find academic institutions described as legitimate havens for 
those who love literature, music, or art; who want to know something 
of their cultural heritage; or who wish to detect moral dilemmas before 
the special prosecutor knocks on their doors. 

All of this nay-saying of mine may seem untoward for one who 
was bom at the height of America's technological development, who 
was educated at land-grant institutions, and who does his professing in 
that pragmatic liberal art (or applied social science) called speech com- 
munication. Indeed, when the academic founders of speech communi- 
cation left their scholarly colleagues in English because of the latter's 
reluctance to teach communication skills, they did so because they 
sought to transmit practical knowledge; to help their students make a 
difference in the corporate, legal, and religious circles of the early twen- 
tieth century. Speech communication began as a pragmatic discipline, 
and it hopefully will remain one. Most of us in speech communication 
continue to echo James Winans' desire to devote our classes to making 
people more useful when they talk. 

To acknowledge that the roots of speech communication are practi- 
cal is not to say that our discipline should become first handmaiden to 
the New Philistines. But the danger of thr happening has never been 
greater. For perhaps the first time in the twentieth century, enrollment 
trends in higher education are heavily favoring speech communication. 
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One need not meander far at a professional convention to overhead* lales 
of burgeoning enrollments being swapped by beleaguered faculty mem- 
bers in our departments. Professors of environmental science are in- 
creasingly advising their students to improve their communication skills 
(perhaps because the politics of energy presents such intricate rhetorical 
problems for its spokespersons). As enrollments in schools of business 
continue to soar, courses in interviewing, group discussion, and organi- 
zational communication are seen— rightly or wrongly— as attractive ad- 
juncts to curricular offerings in management, marketing, and finance. 
Courses in speech communication have long been attractive to pre-law 
majors, as well as to persons headed for the ministry. With those profes- 
sions bee. ling n ^re pt r; with other "boom" areas like nursing, 
policy stuaies, and ei; enng making demands upon us; and with 
cognate areas like journah. t and radio-television-film finding that we 
are adept at helping people to become articulate, we in speech commu- 
ni ation will find ourselves in th^ academic catbird seat all too quickly. 

Or will we? What ad^pf^tf-.^/is are required of us when students 
arrive in our classes from departments of civil and mechanical engineer- 
ing rather than from departments of history, English, and philosophy? 
What special burdens are placed upon us when we teach students who 
have never mastered a foreign language (and, hence, have never learned 
certain elementary principles of audience adaptation), who have limited 
abilities to commit their thoughts to paper, or who are unable to sustain 
an argument beyond the level of moral expediency? Although the New 
Philistinism may well have filled our departmental coffers, its munifi- 
cence costs us something. Because they spring from a sharply intensified 
and unthinking cultural pragmatism, the economics of college enroll- 
ments threaten to sully us as an academic discipline. Unless we as 
teachers of speech communication take certain steps to counteract the 
New Philistinism, it will engulf us. 

There are signs that the barbarians may already be at hand. Some 
of our basic textbooks, for example, are still too reductionistic. Replete 
with staccato-Uke pxosc and glossy photos of people chatting on a park 
bench, these textbooks tell us that the principles of effective communi- 
cation can be reduced to formula. We are told definitively that "research 
has shown that a two-sided approach to speech organization is best.'' 
We are asked to learn by rote the "ten principles of effective speech 
delivery." We are invited to work our minds around a gaggle of end-of- 
chapter exercises suitable, perhaps, for prepubescents. The oftentimes 
painfully human side of communication is skirted in such textbooks. 
The educated guesswork that is our sole guide to effective human in- 
teraction is given short shrift. The artistry and— yes, damn it — the es- 



sential mystery of \iOw human beings come to share ideas and feelings 
are lost amidst a barrage of half-truths and pap. Some textbook publish- 
ers now seem to be telling their authors that since the college sophomoie 
can read only at the eleventh -grade level, they (the authors) are justified 
in thinking their thoughts at that level. 

We might excuse such textbook authors for their transgressions 
since they have little choice but to dance to the tune of the corporate 
Philistines who publish the books they write. And, perhaps, it is not 
entirely fair to indict those college faculty members who find it wise 
these days to peddle communicative bronudes to the Young Philistines 
who demand the sort of "bottom-line" knowledge they receive in their 
accounting classes. But surely someone must be blamed for students 
who appear to believe that the process of conununication is merely a 
concatenation of variables interacting deterministically to produce a set 
of results. Someone must be held accountable for those students who 
think that mastering the rules of parliamentary procedure wlil alone 
pi\ duce an essential sort of wisdom. Someone must explain why college 
debaters sometimes sound like mannequins spewing forth verbiage at 
a pace lagging just behind that of the speed of light. Someone must be 
made to defend the proliferation of classes that operate under the sobri- 
quet of "rc' v*vant, experientially based, nonverbal encounters" and that 
have as their sole legitimate function the dramatization of the longevity 
of classical forms of sophistry. Someone must atone for these sins against 
the human spirit. 

But it profits us little to seek out the perpetrators of such crimes. 
We should turn ourselves to seeking remedies anu to battling the New 
Philistinism in all of its many contemporary forms. It would be a mark 
of disciplinary maturity to do so, it would be strategically advantageous 
on campus to do so, and, most important, it would be to our stude:its' 
benefit to do s . 

At the very least, college teachers of speech communication should 
remind thi -^selves of certain principles upon which the discipline is 
based. To wit; 

1. Human communication is a human phenomenon. Because it is human, 
conununication operates in the realm of the contingent, it is not 
reducible to a set of scholastic maneuvers, and it is never com- 
pletely divorced from the realm of the moral. 

2. Human communication is a behaxnoral phenomenon. When we talk, we 
do so obviously. To engage in communication is to become 
involved in a mind-body process of dynamic contact with a 
living, breathing Other. 
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3. Human communication is a practical phenomenon. Speech gets the work 
of the world done. Normally, it is neither pretty not effete. Its 
cultural effects are typically unspectacular; its effects upon us 
as individuals are oftentimes painfully noticeable. 

Perhaps I should apologize for offering this rather traditional litany 
to college teachers of speech communication. But in t> e heady atmo- 
sphere of high enrollments (or in the less glorified one of searching for 
a sufficient number of students' bodies to fill our classes), it becomes 
easy to forget who we are and where we must go. My thesis is a simple 
one: Speech communication must become the New Humanities. This is 
not to say that the traditional disciplines in the liberal arts will, perforce, 
fold up their tents and quit the academic scene. It is to suggest, however, 
that as long as our students minimize their contacts with literature, 
history, art, and ethics — and take courses in speech communication in 
their stead — we as a discipline have a special obligation to preserve and 
nourish traditional academic values. 

This charge is not nearly as awesome as it may seem. When stu- 
dents take a beginning course in speech communication, they are al- 
ready being asked to think in a humanistic way, in a rhetorical way. To 
think rhetorically means, at the very least, to think about the resources 
of language as well as to learn how to utter words. To think rhetorically 
means to consider the cultural assumptions of would-be listeners and 
to take those assumptions into account when speaking to them. To 
think rhetorically means to acknowledge that all ideas— even techno- 
logical ones — are debatable ideas and that no idea has pre-eminence 
unless people grant it the same. To think well rhetorically is to seize 
upon the ethical dimensions of a human issue and to lay them bare for 
listeners. To think well rhetorically is to reason consecutively, to struc- 
ture ideas and arguments in ways understandable to persons ignorant 
of those ideas and arguments. To think well rhetorically is to disbelieve 
almost everything one hears and to take intellectual solace in that skep- 
ticism. 

Implicitly, perhaps, the best speech communication courses have 
always taught these fundamentally humanistic principles. But if speech 
communication teachers are to fill the gap created by the New Philisti- 
nism, they must become more vigorous in teaching the principles of 
human reasoning because their students are not taking sufficient course 
work in logic. Teachers of speech communication must demand that 
their students write, rewrite, and write again because these students are 
not taking advanced courses in English either. Teachers of speech com- 
munication must expose their students to the worid of political contro- 
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versy, to the techniques of problem solving through discussion, and to 
the infinite diversity of huiran auditors because these students are 
surely not taking extensive work in political science, philosophy, or 
anthropology. I am not suggesting that we become Jacks-and-Jills-of- 
All-Humanis tic-Trades. I am merely attempting to point up how loudly 
the heathens have raged of late and how complicated that has made our 
jobs as teachers of an essentially humanizing discipline. 

During each of the last 10 years, I have taught an undergraduate 
lecture course in the principles of persuasion. Recently, I have begun to 
notice how guileless my students seem, how shocked they appear to be 
when I uncover for them a persuasive ploy or a beguiling piece of sham 
logic. They seem to blanch, rather visibly, when I suggest that some of 
their cultural paragons — their mothers, their teachers, their doctors, 
their newscasters — are persuaders to the core. Oh, yes, they wink 
knowingly when discussing the persuasive wiles of preachers and presi- 
dents and panhandlers, but they are loathe to examine the strategies of 
the quieter rhetors in their lives. 

It is quite possible that my students' inability to understand subtle 
rhetoric when they see it results from their lack of knowledge of the 
complex human motivations depicted in that unread Shakespearean 
play or from their unfamiliarity with such historical personages as Joe 
McCarthy and Huey Long. Their untutored critical sensibilities, dulled 
by a pablum of mediated extravaganzas, surely are part of the problem 
as well. To the extent that our students are ignorant of how they are 
influenced by their social environment or of how they might effectively 
marshal their intellectual resources to combat those influences, they will 
play into the hands of the New Philistines. 

Although it is overly grand to suggest that teachers of speech 
communication are society's last line of defense against the New Philis- 
tines, I can think of no great harm it would do for us to think of 
ourselves in this admittedly exalted way. In the 1980's, speech commu- 
nication must bend itself to age-old, but increasingly forsaken, tasks. 
Naturally, it is necessary for us to continue to demonstrate to college 
administrators that courses in speech communication inculcate practical 
skills and that our students become morf» fll^vjfiHfily \mf\\\ piopli by 
having had our courses. But the Academy of Idedd aUo demands BOme- 
thing of us. If speech communication is to become the New Humanities, 
it must listen respectfully to the current din of pragmatism, but it must 
hearken, too, to the meeker cries of the Old Humanities. 



CHAPTER 5 



Speech Communication in Applied Settings 

Andrew D, Wolvin 
Conteni Consultants: Donna C Sackett 
Prudential Property and Casualty Insurance Company 

Jane Work 

National Association of Manufacturers 



Communication has become a code word in business and industry. 
Management has come to recognize that many of the management 
problems facing their organizations are, indeed, problems with commu- 
nication functions. These communication functions In business and 
industry are internal and/or external in nature. 

THE CHALLENGE OF COMMUNICATION 
IN TODAY'S ORGANIZATION 

Internal communication functions are those that pertain to the 
operation of the organization itself. Usually, these functions are per- 
ceived as upward, downward, or horizontal in scope. Thus, communica- 
tion between employees, between supervisor and subordinate, and be- 
tween supervisors is internal communication. Efforts can be made to 
establish upward channels of communication whereby employees can 
communicate more directly with their supervisors — witU management 
and executive officers. And, of course, dowii;vard co nmunicalion — 
from supervisors to employees — is characteristic of all organizations, 
particularly in the directive sense of geti ing the job done. 

General Electric has made an effort to improve this communication 
among employees and supervisors by establishing internal "press con- 



42 

41 



ferences'' — regularly scheduled forums during which employees can ask 
questions of General Electric officials. Tlxe officials listen and respond to 
questions about plant procedures and policies. Don Campbell^ GE man- 
ager of community relations for their Suffolk, Virginia, plant, credits the 
success of the program to effective communication: ''We probably do 
more listening to employees in this plant than any other plant I know."^ 
While upward and downward communication channels are impor- 
tant formal means of internal communication between supervisors and 
employees, informal horizontal channels between managers and/or be- 
tween employees also represent important avenues for the internal com- 
munication of an organization. Staff meetings, coffee breaks, luncheons, 
and even employee recreation associations can serve an organization's 
internal/informal communication needs. Some organizations even fos- 
ter the "grapevine'' channels as a way of "leaking" important (often 
unpleasant) information such as impending cutbacks, reductions in 
force, etc. Communication specialists feel that these informal channels 
can serve as the key to disseminating information within the organiza- 
tion. 

Organizations must deal not only with these internal communica- 
tion functions but also with external communication needs— com- 
municating with the public. Consequently, organizations have continu- 
ally expanded budgets for public relations, public affairs, consumer 
relations, and advertising.^ It is necessary, of course, for any organiza- 
tion to "sell" its goods, services, programs, and positions on public 
issues to its constituents. Since the American public is so bombarded 
with mass communication, the task of capturing attention and getting 
the message across in advertising has become phenomenal. 

COMMUNICATION SKILLS NECESSARY 
TO MEET THE CHALLENGE 

In order to effectively communicate .^hrough internal and external 
communication channels, individuals must be equipped with extensive 
job knowledge and substantial communication skills. Several studies of 
conununication in organizations reveal that people need specific skills 
in order to function effectively in these organizations. They must be 
able to do good work and to communicate that work in order to achieve 
success on the job. 

At an interesting Speech Communication Association conference 
on career education held in the summer of 1972, representatives from 
various career fields (counseling, ministry, law enforcement, sales, man- 
agement, and education) joined speech communication professors and 
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teachers for a series of forums on the communication competencies 
necessary for individuals to function effectively in the career world. 
Considerable emphasis was given to the development of listening and 
interviewing skills. As a result of their exploration of the implications 
of these career needs for curriculum development in educational institu- 
tions, conference participants suggested that secondary school speech 
courses develop student competencies in interpersonal communication.-' 

An important survey of people working in business organizations 
revealed the importance of three human communication activities (in 
order of respondent ratings): listening; routinely exchanging informa- 
tion; and advising. In this same study, respondents indicated those 
communication skills that they wished they had studied in college. In 
order of frequency mentioned, those skills were listening, public speak- 
ing, formal writing, small-group communication, "human relations," 
and persuasion theory."* 

A recent study appears to reinforce the importance of these com- 
munication competencies: When chairpersons of university and college 
academic departments (other than speech communication departments) 
were asked what communication skills they perceived as essential to 
career success in their fields, they stressed the importance of effective 
listening and clear, concise expression of ideas.^ 

COMMUNICATION TRAINING IN THE ORGANIZATION 

In order lo effectively meet the challenge of the expanding role of 
the internal and external communication functions in business/indus- 
try/government, many organizations have developed elaborate educa- 
tion and training programs to better prepare their employees to be 
communicators as well as to perform their specific job skills. The Con- 
ference Board conducted a study of major corporations in 1975 and 
discovered that companies spent about $1.6 billion on in-house educa- 
tion and training activities. Three out of five of the companies surveyed 
offered courses in supervisory skills as well as in technical/functional 
skills.^ 

The Conference Board study uses the training program for foremen 
with General Electric as an example of management development cur- 
riculums in industry. The GE foremen's supervisory program includes 
modules on elements of foremanship; styles of leadership; two-way 
communication; listening awareness; grievance handling; constructive 
discipline; facilitating change; interpersonal relationships; job instruc- 
tion training; labor relations, handling work assignments; Improving 
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employee performance; and setting performance standards/ It would 
appear that the entire cumculum deals with communication in specific 
contexts. Many other corporations offer similar communication training 
opportunities. Xerox, IBM, AT&T, Western Electric, CBS, Sperry, and 
General Motors, for instance, have established extensive communica- 
tion curriculums. 

Not only do private corporations provide extensive communication 
training programs for employees, but also federal agencies offer a vari- 
ety of education and training opportunities to improve the communica- 
tion of federal workers. In 1977, 883,087 government workers received 
37,464,544 hours of training at a cost of $256,941,055. While much of 
this training concentrated on specialty and technical subject areas, a 
sizeable amount of the budget (at an average cost of $7.44 per hour) 
went for executive and management training during which most of the 
communication -skills are stressed.^ This author conducts a communica- 
tion course each year for federal executives who make up the Executive 
Seminar sponsored by the U.S. Department of State. Increasingly, top- 
level federal officials must serve as spokespersons for their agencies in 
dealing; with Congr^.j;s, the public, and other agencies. 

IMPLICATIONS FOR THE SECONDARY SCHOOL SPEECH 
COMMUNICATION CURRICULUM 

The need for effective communication skills in business/industry/ 
government organizations, then, offers a tremendous challenge to 
educators in today's communication "explosion." And it has caused 
business and industry officials to turn to teachers as a population for 
business communicators. This demand for effective communicators is 
underscored by a report in Business Week that indicated teachers are 
leaving the field of education for the field of business. Employment 
specialists see the field of education as a source of high-quality person- 
nel because teachers' communication skills have prepared them to moti- 
vate, train, and supervise people. Phillip A. Rice, vice-president of 
human resources at Basic Four Corporation (an Irvine, California, com- 
puter manufacturer), emphasized communication skills: "We look upon 
teachers as a dynamite resource. They're the kind oPgood^cbmmunica- 
tors we can adapt to our business."^ 

Because business and industry need employees who can communi- 
cate, secondary schools ought to provide young people with the neces- 
sary communication competencies to function in organizations. Part of 
their career education should be training in effective speaking and lis- 
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tening so that they can enter the job market with the necessary commu- 
nication abilities. 

It would seem; therefore, that the secondary school curriculum 
should build on a foundation of communication skills that will enable 
students to develop the communication abilities necessary to function 
effectively on the job. In order to assess what this career communication 
curriculum might include, Michael S. Hanna surveyed personnel officers 
in Rockford, Illinois. From the responses, Hanna concluded that career 
communication courses should stress communication skills needed for 
motivating, delegating authority, listening, giving directions, and solv- 
ing problems in groups. Less emphasis, he suggested, should be placed 
on formal presentations and more on leadership and participation in 
conferences. 

Joanne Gurry, a secondary school speech communication teacher in 
Marshfield, Massachusetts, has described how to implement the objec- 
tives of a career education program in the secondary school. Gurry 
suggests modeling the program on the Sidney Fine hierarchy of human 
relationships: taking instructions — helping; exchanging -nformation; 
coaching, persuading, diverting; consulting, instructing, treating; super- 
vising; negotiating; and mentoring. Gurry notes that a curriculum based 
onthe development of such human relationship skills "should reinforce 
the fundamental concept that communication is inherent to some de- 
gree in all careers, that one's ability to communicate ... is necessary to 
achieve competence and satisfaction."'^ 

In 1977 the Speech Communication Association established a task 
force to determine guidelines for minimal speaking and listening 
competencies for high school graduates. Those competencies, based on 
an extensive review of literature available, provide for specific skills 
related to occupational communication (e.g., understand directions 
given by a superior; use appropriate language during employment inter- 
views; distinguish between facts and opinions in labor-management 
disputes). The complete task force report^^ includes a comprehensive 
list of those competencies that secondary school students should de- 
velop in order to prepare for communicating on the job. The suggCi led 
skills closely parallel what the studies of business and industry suggest 
are important skills for persons in the work force to have. 

The tremendous focus today on communication in business/inuus- 
try/government also has implications for the preparation of students as 
communication specialists. The old idea that all speech majors could do 
was teach speech is no longer viable. Given the focus on communica- 
tion, it is clear that communication specialists are and will continue to 
be in great demand. 
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A receipt report by the Speech Communication Association Task 
Force on Alternative Career Opportimities reports on communication 
positions held by speech communication graduates in a variety of 
business/industrial/govemmental organizations throughout the na- 
tion. The respondents' job descriptions reflect the wide range of inter- 
nal and external communication positions available to communication 
specialists: editing internal and external publications; designing and 
producing brochures; managing large meetings; handling public rela- 
tions; writing speeches and directing internal videotaping; speaking to 
public groups; working in media relations; managing special events; 
preparing consumer information; developing cOiiimunity relations; 
supervising a speak'^rs' bureau; copyediting; directing on-camera 
activity; writing fund-raising proposals; conducting research through 
telephone and mail surveys; participating in staff development; super- 
vising student work; preparing information for stockholders; produc- 
ing slide shows; working as an on-camera reporter; serving as traffic 
clerk at a TV station; preparing public service announcements; devel- 
oping brown bag lunch-time seminars for employees; interviewing; 
diagnosing communication problems.^* The respondents to this same 
study were asked to rank, in order of importance, the communication 
skills that they felt were necessary to function effectively as commu- 
nication specialists. They identified the following: (1) writing skills; 
(2) organizing slcills; (3) news skills; (4) public speaking skills, analytic 
skills, and interpersonal skills.^^ 

It would appear, then, that the secondary school speech communi- 
cation curriculum should be at the "core" of career education in order 
to provide all students with the basic communication skills they will 
need to function effectively on the job and to provide potential speech 
majors with the foundation skills they will need in colleges and univer- 
sities as they prepare for careers as communication specialists in busi- 
ness/industry/go vemment organizations. Tlie secondary school speech 
teacher should not hesitate to send good students into programs that are 
designed to prepare them for communication careers (not necessarily 
the traditional, theoretical speech programs but rather programs that 
offer a theoretical base coupled with such career activities as intern- 
ships, career counseling, career conferences, and close relationships with 
the professional community).^* While the demand for communicators 
will continue to grow through the 1980's, it is important to recognize 
that the competition for such positions also will intensify. Because 
speech communication majors must compete with journalism, English, 
psychology, and business management majors for the same types of 
positions, the quality of training is crucial. 




THE FUTURE OF COMMUNICATION IN ORGANIZATIONS 

The advances of communication in organizations in the 1970's are 
continuing in the 1980's.^^ As management continues to recognize the 
importance of effective communication and of the trairarig of employees 
to be effective communicators, human communication should be central 
to the functioning of any organization. Organizations may well be 
forced to deal with the burgeoning information explosion through new, 
dynamic communication models — approaches that will require commu- 
nication experts. Paperless offices, for example, based on computers and 
word processors, may represent the wave of the future. Such advances 
will mean a radical departure from current work patterns and will re- 
quire new communication channels and techniques. 

Flextime, likewise, may change the nature of communication in 
organizations as people spend less time together in offices and more time 
away from the work environment. Again, such a change will require 
different communication patterns and skills for workers to adapt to less 
personal contact. 

Other influences on the organization in the 1980's may well stem 
from the need for greater attention to job satisfaction. As the "baby 
boom" era men and women continue to glut the pyramid of organiza- 
tions, there will be less room at the "top" for persons who strive for 
upward mobility. Consequently, it will be necessary to convince peopte, 
especially managers, that "up" is not always better and that individual 
job satisfaction can be achieved in a more stable position. Thus, motiva- 
tion through job design that breaks down the monotony of doing the 
same thing for years will be a challenge facing managers. 

The changing nature of the work force will also require future 
adaptation in communication patterns within organizations. As workers 
continue to age and acquire education (evidenced by the current trends 
among employees to avoid retirement and to continue their education), 
management will have to come up with new theories of motivation and 
productivity. And the communication specialist will be challenged to 
develop new communication strategies to deal with these changes. 

Such changes present an interesting challenge for speech communi- 
cation educators as they prepare our students to fill the communication 
needs of the 1980's. Certainly the internal and external functions of all 
types of organizations will depend on their success. 
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At the close of 1979, Hf th graders in West Warwick, Rhode Island, 
made their predictions about life in the 1980's. Some of their predictions 
for the new decade included Christmas trees that will put themselves 
together; houses that will shrink at the push of a button, making moving 
a snap; pens that will write automatically as you speak; and video robot 
machines that will replace teachers aiid allow students to learn at home.^ 
As we read these predictions, we were attracted to the possibility of 
shrinking schools, allowing us to function as the itinerant rhetorical 
teachers of ancient Greece, divested of institutionalism, carrying our 
knowledge from one shady tree to another. As that fantasy faded, we 
began to speculate on the realistic possibilities for communication edu- 
cation in the 1980's — presented here in terms of the people, the content, 
the contexts, and the research v/e envision for the decade. 

PEOPLE 

Who will be the teachers and/or learners of the 80's? Although our 
youthful population is shrinking, we will continue to teach speech, 
theatre, and mass media to children and adolescents, from kindergarten 
through university. But this young population reflects society's 
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changes. We've all heard the old expression that "kids will be kids/' 
indicating -certain developmental constants, but many students we 
taught in the late 1970's did not look or act very much like many of the 
students we taught in the late 1960's. And, in the transactional nalure 
of things, we probably do not look or act as we did a decade earlier. In 
his description of the changing middle class child, psychologist David 
Elkind describes the current generation as "hurried children" who 
"grow up too fast, pushed in their early years toward many different 
kinds of achievement . . . trying to divest themselves of the fear and 
consequence of failure."^ In short, these are pressured young people 
with diffuse goals; they are being pushed to intellectual attainment and 
self-sufficient maturity by a world of high parental expectations and 
diverse family styles that force them to grow up quickly. Yet, often the 
career world is not ready for the starry-eyed graduate. The hurry- 
up-and-wait generation is upon us: They demand applicable skills 
rather than a liberal arts approach to learning; yet, they are frus- 
trated in certain attempts tc apply those skills in a tight employment 
situation. 

If this is one youthful population, we have to be prepared for 
another population with nowhere to go and little motivation to push 
along the way. As the urban-suburban gap worsens and as more city 
schools fac'j New York-Cleveland-Chicago-type financial crises, the 
split between the "haves" and "have-nots" will be reflected in more 
homogeneous schools and in an urban dumping ground of the poor, 
minorities, and immigrants who believe their future to be limited. These 
will be the "frustrated children." 

The 1970's saw a boom in adult education. P-Jrsons from 18 to 80 
returned to the classroom in droves for personal development and 
pleasure — enrolling in such courses as public speaking, improvisa- 
tional theatre, and media criticism — and for career development — en- 
rolling in such courses as organizational communication, television 
production, and arts management. This trend shows no sign of declin- 
ing as increased leisure time, emphasis on self-improvement, and pre- 
dictable career changes thrust an ever-growing population back into a 
learning environment. As our elderly population increases, we will 
need to create communication instruction geared to their needs : r\d 
capabilities. 

Smaller, unique student populations will continue to emerge in the 
80's. New waves of refugees will make up the "homeless, tempest- 
tossed" dreamevs attempting to reach the American dream through its 
educational system. Urban schools will, again, experience an increase of 
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non-English-speaking students in their classrooms. Finally, Public Law 
94-142 will continue to mandate regular classroom instruction for hand- 
icapped students who will be mainstreamed with greater frequency into 
the general population. 

Juxtaposed to these needs, we predict fewer candidates entering the 
teaching profession in all areas, including speech communication, due 
to past difficulties in the job market and expanding alternative oppor- 
tunities for women in business. This may result in a dearth of young 
teachers qualified to fill speech and theatre positions in the mid-80's. A 
recent study by placement directors at Midwestern colleges showed 
"some demand for teachers of drama and journalism."^ The drop in the 
number of qualified teachers, coupled with a predictable decline in the 
number of communication education graduate students, may well result 
in a personnel crisis in the 80's. Those who do enter the profession will 
need specialized training to meet the needs of the unique multi-agtd 
and multicultural populations that will need and expect communication 
training in the 80's. 

CONTENT AND CONl^EXTS 

We predict some changes in both the content and the education 
contexts for communication education in the 1980's. The classroom 
will remain the traditional bastion of speech/theatre education, but 
there will be a growing emphasis on communication competence. Leg- 
islative provisions in Title II of the 1978 Elementary and Secondary 
Education Act mandate oral competency as part of the basic skills im- 
provement, heralding a demand for teachers and materials geared to 
the development of oral communicative competence. While such 
competency training will become the province of all teachers, the 
drive must be spearheaded by speech communication professionals. 
Our field will continue to rely on the results of the National Compe- 
tencies Project, building competence curriculums in the five communi- 
cation functions of informing, controlling) sharing feelings, ritualizing, 
and imagining.^ 

The traditional content divisions of public speaking, small groups, 
interpersonal communication, mass communication, and theatre will be 
altered as more curriculums are organized around the crucial issues and 
concerns of contemporary life. Speech communication curriculums wil! 
focus on developing at each age level the speech communication compe- 
tencies needed to function in society. Also, the instructional methods 
will reflect certain technological and societal changes. We may see com- 
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puter-assisted public speaking, more communication apprehension 
labs, and increased creative drama for the elderly. 

The strong emphasis on communication training for all teachers 
that emerged in the 70's is continuing. As Lynn suggests in her review 
of the literature: 

In brief, today's trainers of teachers appear to be concerned about 
the need to develop teachers' competencies in areas which, essen- 
tially, depend upon knowledge of speech communication: verbal 
interaction, listening and responding, methods of inquiry, class- 
room dynamics, interpersonal communication, cross-cultural com- 
munication, nonverbal communication, semantics, and the evalua- 
tive nature of language.^ 

The 80's will see even greater stress on communication as the essence 

of teaching. 

Those who accept a systems orientation will continue to stress the 
importance of communication education within significant interper- 
sonal contexts such as the family or the business organization. Such an 
approach assumes that success in changing an individual's communica- 
tion behavior depends on altering the systems in which he or she func- 
tions. Thus, if the familial system negates most of the communication 
behaviors taught in school, it is unlikely that a student will receive 
reinforcement for trying new behaviors; conversely, if certain desirable 
communication behaviors are supported within the family system, the 
student's behavior should reflect this.^ In concrete terms, a 14-year- 
old's communication behavior may be directly affected by his or her 
parents' communication behavior rather than by a course that teaches 
behaviors contradictory to everyday life experience. Altering the behav- 
ior of a personnel manager in a school context n\ay not have much effect 
on his or her job performance if the other members of the personnel 
system maintain their rigid behavior code. 

Thus, communication educators are more likely to take their exper- 
tise to the system, teaching communication skills to married couples or 
to whole families through religious or private instruction in hopes of 
affecting behavior change in contexts other than a school setting. They 
will also continue to provide on-site instruction in organizational com- 
munication in an attempt to alter interpersonal systems in the work- 
place. Concurrent with this, students will be given more "real worid" 
experiences. By encouraging students to utilize their skills in the form 
of internships, community service projects, and observations of com- 
munication in various contexts, communication educators will link the 
classroom to the world at large. 
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RESEARCH 

In conjunction with the changes in the people, content, and con- 
texts of communication education, the research in the 80's will reflect 
the research of the 70's, but with unique dimensions. In order to meet 
the challenges of developing the curriculums and of teaching within 
varying contexts, communication education research in the 1980's must 
address two major questions: (1) What do we need to know in order to 
make speech curriculums more applicable to the students of the 80's? 
(2) What do we need to know concerning communication in the class- 
room to help all teachers? 

The major thrust for communication research as it relates to speech 
curriculum development involves the determining of communication 
competencies. The Speech Communication Association's National Pro- 
ject on Speech Communication Competencies provides an excellent 
starting place for such research.^ Additional experimental and field re- 
search needs to be conducted both to detemiine whether students can 
cognitively and affectively meet the competencies outlined by the Pro- 
ject and ^.o detect ways in which the curriculums can be changed to 
reflect those competencies. Boileau, for example, argues that most cur- 
riculum guides in speech communication ignore the stages of cognitive 
development.* The same might also be said concemLckg affective devel- 
opment. More research such as that reported by Ritter, Delia, and oth- 
ers^ needs to be conducted and the findings used to create curriculums 
based on the communication competencies to be attained at various age 
levels. Such research can, in turn, suggest activities that speech/ theatre 
teachers can utilize effectively to develop these competencies. 

The impact of communication education research will extend far 
beyond our own classrooms. With the increased awareness by educators 
of the central role that communication plays in the teaching/learning 
process, the decade of the 80's marks a time in which considerable 
opportunity exists for speech educators to make significant contribu- 
tions to the education of all teachers. What must we do to influence 
teacher education? While several ideas come to mind, three overriding 
concerns should guide all communication education researdi. 

First, communication education research should focus on commu- 
nication variables such as language, perception, and feedback. For ex- 
ample, we know little concerning the nature, use, and influence of 
feedback (as a regulator, reinforcer, and clarifier) in the classroom. In 
much educational research, communication has been only indirectly 
examined. 




Second, communication theory should be utilized in classroom re- 
search. Most educational research has utilized psychological theories, 
such as the stimulus-response and cognitive field theories, to explain 
learning and instruction. Naturally these theories should not be ignored. 
However, communication theories of meaning, perception, interper- 
sonal relationships, language, etc., should be combined with psycholog- 
ical theories if we are to build communication-based theories of learning 
and instruction. 

Third, communication education research should be done within 
classroom contexts. Too often we have applied research findings from 
other contexts to the classroom. For example, researchers have found 
that concrete messages facilitate more information recall and more accu- 
rate perceptions than do vague, ambiguous, abstract messages. How- 
ever, this research was conducted outside the instructional context. Will 
these findings hold true in an environment in which the mediating 
variables of grades, relationships with the instructor, and subject matter 
differences come into play? Research conducted in other contexts 
should not serve as the primary basis for suggesting classroom practices 
for preservice and in-service teachers. 

Within the context of these general guidelines, several variables 
need to be examined: teacher variables (demographic, training, and 
personality); student variables (demographic and personality); tea- 
ching/learning process variables (teacher classroom behavior, student 
classroom behavior, student-teacher interaction); and product variables 
(short-term and long-term changes in students as a result of classroom 
interaction). 

In terms of the teacher, several communication-related variables 
have yet to be examined. For example, what effect does teacher self- 
concept have on the teaching methods chosen? Does a teacher's self- 
concept relate to teacher bias or teacher expectancies? What effect does 
self-concept have on teacher's communication style? Although we are 
beginning to understand how teacher expectancies and biases are com- 
municated to students, we still know little about the origin of these two 
phenomena. An examination of teacher variables such as teacher self- 
concept, communication apprehension, receiver apprehension, and 
communicator style may "shed light" on these phenomena. Although 
demographic variables such as age, sex, and race have been examined 
as they relate to job performance in nonacademic settings, they have not 
often been studied as they relate to teachers and teaching. Examining 
these variables may tell us much concerning effective teachers. 

Communication researchers have examined several major student 
variables — for example, oral communication apprehension, receiver ap- 
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prehension, writing apprehension, language development, and social 
perspective taking. Once again we are fairly sure these variables effect 
student leaming. However, we are unclear as to their origin or how to 
effectively and efficiently treat them. In addition, other student varia- 
bles need examination. For example, what effect do student expecta- 
tions have on communication in the classroom? How are these expecta- 
tions communicated to the teacher? What variables affect a student's 
preference for multimedia vs. linear modes of instruction? By what 
teaching methods do field-dependent students learn best? By what 
teaching methods do field-independent students learn best? How is 
communication affected by those two variables? 

Teaching/learning process variables are at the very heart of teach- 
ing and are, perhaps, where our communication education researchers' 
efforts should be focused. Patterns of pupil/teacher interaction, meth- 
ods of describing classroom talk, teacher questioning/ response behav- 
ior, and pupil questioning/response behavior are only a few of the 
processes that need clarification. Also important to investigate are the 
uses of language in instruction and the influence of these uses on stu- 
dent cognitive and affective learning. For example, research should be 
aimed at understanding better the language of instruction (Do teachers 
use language in ways that are unique to teaching?), the language of 
subject matter (To what extent is achievement in subject matter areas 
dependent on mastery of the language of subject matters?), and lan- 
guage uses and cognition (How do teachers use language to focus atten- 
tion on a learning task, to encourage students to search for and evaluate 
information, etc.?). 

From a communication perspective, a variety of process variables 
should be examined simultaneously. Multivariate research designs en- 
able us to examine relationships among process variables — to determine 
what affects the process of the classroom and, in turn, what effects are 
produced by these processes. 

The major product variable examined in most educational research 
has been student achievement. Perhaps it is time to examine other, 
equally important product variables such as improved self-concept, 
improved teacher/student relationships, and more positive attitudes 
toward learning and the subject matter. 

The ultimate goal of communication education researchers should 
be to design research in which teacher, student, process, and/or product 
variables are combined, thus increasing the likelihood that the results 
will be of use to educators. From a communication perspective, research 
that does not combine variables in this manner does not tell us a great 
deal. For example, to know that teachers talk more than students is not 




particularly helpful unless we know why and/or what effect this phe- 
nomenon has on students. 

If we follow the directions outlined, several important results 
should be accomplished. We should know more about what communi- 
cation competencies teachers really need in order to produce student 
change and growth. We should have a better understanding of what 
teaching methods are most useful with various students and under 
varying conditions. Information such as this should, in turn, lead us to 
a better idea of how to evaluate teaching. Ultimately, this information 
should enable us to begin to structure communication-based theories of 
instruction and learning. 

One might be overwhelmed, and even discouraged, by what needs 
to be accomplished by communication education researchers. Research 
on teaching, particularly when conducted from a communication per- 
spective, can produce practical, empirically based information for the 
improvement of classroom teaching. Indeed, we've already begun to 
produce such information. What we must understand is that the pro- 
duction of this information will take considerable time and effort. Cer- 
tainly it won't all be accomplished in the 1980's or by communication 
educators alone. Interdisciplinary approaches are not only desirable but 
also necessary if we are to make headway toward formulating concrete 
suggestions concerning the teaching/learning process. 

As our Held enters a new era, its success or failure rests on our 
shoulders. In his description of The Future of Man, Pierre Teilhard De 
Chardin writes: "The whole future of the Earth, as of religion, seems to 
me to depend on the awakening of our faith in the future."" Just as the 
10-year-olds in Rhode Island predicted a better future in the 80's, so, 
too, we need to display a faith in this decade of communication educa- 
tion. 
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One of the curiosities of human behavior is the tendency to desig- 
nate certain points in time as demarcations between past and future. 
Rites of passage which come readily to mind include one's 16th birthday 
(driver's license), one's 18th birthday (voting), one's 40th birthday (lam- 
entation of lost youth), and any year divisible by 10 (a new decade). As 
we reach such milestones, we invariably set aside some time for taking 
stock of the past and predicting trends for the future. Because such a 
function seems presumptuous, at best, I shall attempt to avoid pontifi- 
cating and recommending in favor of observing and speculating. 

Because the dates of a decade possess only arbitrary significance, 
some point of reference would be helpful in order to assess the present 
status of communication theory in pedagogy. An obvious point of refer- 
ence conveniently presents itself — 1970. In that year of transition, the 
Speech Communication Association (SCA) sponsored a summer confer- 
ence with the theme, "Implications of Recent Research for Speech Com- 
munication Education," for teachers in elementary, secondary, and 
higher education. The proceedings^ of that conference provide not only 
some description of communication theory in 1970 but also some basis 
for speculating about the function of communication theory in commu- 
nication education during the 1980's. 




COMMUNICATION THEORY— 1970's 



The first observation about communication theory in 1970 is that 
there was an explicit need for a comprehensive theory of communica- 
tion. With such a theory, many felt they would know what to teach as 
well as how to teach these applications of communication theory in the 
classroom. 

A second observation is that there was a lingering feud between 
proponents of two different approaches to communication: the philoso- 
phical/humanistic approach and the behavioral/scientific approach. 
Some rhetoricians characterized behavioral science as "an ideology cha- 
racterized primarily by its mindless . . . vacuity"^; some behavioral 
scientists referred to rhetoric as "blind reliance on the past" and "at- 
tempts to turn us backward."^ Such polemics stemmed principally from 
a difference in the techniques used to observe and research communica- 
tive phenomena — criticism vs. statistics, the qualitative vs. the quan- 
titative. 

Third, the predominant criterion used to judge educational or cur- 
ricular excellence in 1970 was relevance. That year reflected the stinging 
aftermath of Kent State, the student revolts of the late 1960's, and the 
anti-war campus protests. As a result, educators sought to institute new 
courses (e.g., black rhetoric, urban crises, political persuasion) and to 
make existing courses more relevant to contemporary 1970. All educa- 
tion, including communication, felt the impact of this demand for rele- 
vance, a reflection of then contemporary society. The extraordinary 
became the ordinary. 

A fourth element of communication theory of 1970 was the shift 
from a message-centered (or source-centered) version of communica- 
tion to a receiver-centered approach. The receiver, not the source or the 
message, was considered to be the dominant force in controlling tl\e 
effect of communication. The emphasis in many classrooms shifted 
from constructing a message on the basis of some optimal model or 
"ideal" to analyzing the audience and then constructing appeals appro- 
priate to the receivers. Communicators were taught to plan strategies; 
effectiveness was a measure of success in securing the desired audience 
response. 

Finally, communication theory emphasized its manipulative func- 
tion almost to the exclusion of other functions. Persuasion was virtually 
synonymous with communication. The shift from a message to a re- 
ceiver orientation did not change the basic function of communication 
— "affecting changes in audience behaviors"^; it changed only the meth- 
ods of bringing about such effects. Because of this unifunctional view 



of communication; the theory focused on persuasion, which led to 
indiscriminate borrowing from the behavioral sciences (principally so- 
cial psychology) in order to provide theoretical assumptions about com- 
munication. Many of the terms/variables popular at the time (e.g., 
source credibility, ego-involvement, fear appeals) were borrowed di- 
rectly from theories of attitude change within social psychology and 
used freely as theoretical concepts inherent in communication. 

COMMUNICATION THEORY— 1980's 

The 1970's witnessed numerous changes in communication theory 
and inquiry. While the field is no closer to a single, comprehensive 
communication theory, our attitude has changed markedly. As commu- 
nication students/teachers/scholars we continue to use different theo- 
ries, but we seem satisfied with the presence of differing, and even 
competing, theoretical perspectives.^ Today the emphasis in communi- 
cation theory is less on what should be done and more on what is being 
done by teachers/scholars in communication. The result is an increased 
tolerance of, and even an appreciation for, diverse approaches to theory, 
inquiry, and teaching. 

The 1970 cry for relevance became the back-to-basics movement 
of 1980.^ Nearly everyone seems distressed by the deplorable quality of 
reading, writing, mathematics, and speaking skills in the present genera- 
tion of students. The neorelevant courses created in the 1970's are now 
all but extinct, and the emphasis is on teaching the fundamental skills 
of the "3 R's" and beyond. 

The division between rhetoric and behavioral science, evidenced in 
the 1970 conference, was probably symptomatic of ~he death theories 
of the feud between historical/critical and empirics scholarship. Even 
though a few disgruntled isolationists remain, they are fewer in number. 
A spirit of cooperation prevails, for the most part, and often reflects a 
mutual and educated appreciation for one another's views. Communi- 
cation theory today encompasses a diversity of methods, functions, and 
settings. 

A receiver-centered orientation to communication has, generally 
speaking, gone the way of a source/message-centered orientation. The 
trend now is toward a more global view of the entire communicative 
process. Rather than conceptualizing communication as a process in 
which the receiver controls the source (or vice versa), most contempo- 
rary theorists view the communicative process holistically. The orienta- 
tion, thus, resides within the process in which the various components 
are related to one another interdependently. The former view sought to 
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understand the communicative process from the perspective of a princi- 
pal component; the contemporary view seeks to understand all compo- 
nents as they are interrelated within the global process. 

That process orientation has led to a different view of how humans 
function within communication. No longer is communication thought 
to perform primarily a manipulative function; rather, communication 
functions to create and maintain some relationship among the interact- 
ants. A persuader-persuadee relationship is only one communicative 
relationship and certainly neither the most important nor the most 
typical. Communication can ii;s,oa»c friendly, egalitarian, reciprocal, 
complementary, authoritative, marital, familial, and a host of other 
human relationships. 

The preceding discussion does not attempt any comprehensive, 
state-of-the-art analysis of conununication theory. Nor does it include 
any specific discussion of theory per se. It is intended to illustrate some 
shifts in assumptions that may be said to characterize cc Tiporary 
thinking about communication in the broadest possible sen^c (that is, 
communication theory). Such assumptions eventually find their way 
into the curriculums and the pedagogical techniques employed by 
teachers at every level of education. 

IMPLICATIONS FOR EDUCATION 

I echo the sentiment expressed by Gerry Miller at the 1970 SCA 
conference: . . my remarks constitute a plea for continued evolution, 
rather than a call for revolution in. speech communication education."^ 
I have always distrusted those who claim to have the solution to educa- 
tional problems. Such solutions invariably advocate sweeping changes 
and promise an educational panacea. Nearly all involve pie-in-the-sky 
philosophizing and considerable arrogance. I feel uneasy enough in my 
present role of seer and, therefore, will identify only a few general 
trends that seem to be evolving in the field of speech communication 
education. 

The first, and perhaps most notable, evolutionary trend in commu- 
nication education concerns the first (or "basic") course. I have taught 
that first course in several high schools and directed it at the university 
level. My impression is that at either level the first course is the same 
conceptually and pedagogically. In 1970 the primary emphasis of the 
first course was public speaking.* Although most first courses probably 
retain this emphasis, a cursory examination of currently available text- 
books and college curriculums reveals a clear trend toward greater vari- 
ety in the basic or entering-level courses. Public speaking is not being 
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discarded; rather, other functions and settings of human communica- 
tion, in addition to public speaking, are also considered basic or funda- 
mental to a student's training in communicative skills. 

The time of a first course in communication education may be past. 
At least two curricular alternatives seem to be gaining popularity. One 
approach is to provide several different first courses that may emphasize 
different settings, different functions, or different modes of human 
communication. That is, first courses might be offered in public speak- 
ing, group decision making, and/or interpersonal communication. 

A second curricular alternative is to provide a single course that 
includes such variety within its parameters. But such a first course 
would not treat topics of several first courses as independent units (i.e., 
u« on rib''r speaking, a unit on group discussion, etc.) in a simple 
puipom ather, units in such a course would involve communicative 
functions common to a variety of settings. For example, social control 
could be a course unit that would be applicable to several tiiffereni 
exercises and settings of social control: delivering a persuasive speech, 
establishing a complementary relationship during conversation, dealing 
with deviant members during group interaction, or analyzing commer- 
cial advertising in the mass media. Such a course would emphasize the 
functions served by communication, along with the different concomi- 
tant skills necessary to deal with those functions in various communica- 
tive settings. Such a course, appropriately titled "fundamentals" or 
"principles" of speech communication, retains public speaking but 
treats it (and other settings) as a context in which to perform some 
communicative function rather than an end in itself. In this way, the 
emphasis in the first course shifts from teaching skills for skills' sake to 
teaching functional skills so that students can communicate more effec- 
tively in all settings. 

Speech communication has long suffered from an identity problem 
both within and without the field.^ Nevertheless, one of the oddities in 
education is the need to defend the credibility, and often the fundamen- 
tal necessity, of speech communication training during the present 
back-to-basics push in public education. Of course, the identity crisis 
involves a complex set of issues, but the current evolutionary trend 
toward defining communication as relationships should go a long way 
toward alleviating the image of speech communication as a "frill" 
course. The SCA has recently sponsored a series of public service televi- 
sion spot announcements characterizing communicating as the "fourth 
Y^^^^relating. This nationwide campaign identifies training in speech 
communication consistent with the current trend in communication 
theory. Communication — relating to other human beings— is a basic 
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skill. Coupled with the viewing of communication as the basi. skill of 
relating to others is the reconceptualizing of communication as a func- 
tional process. Each individual communicator contributes to the process 
but does not deBne or control it. Communication is all of the process. 
Communicators, acting together, create the relationship. And in most 
communicative situations, speech is the principal vehicle for relating/ 
communicating. Communicative effectiveness is a characteristic of the 
whole relationship, the entire interaction, and not merely what one 
communicator does when contributing to the relationship. 

Pedagogically the view of communication as the process of crea- 
ting/maintaining relationships creates new concepts for teaching speech 
communication. The emphasis shifts from what should be done (e.g., no 
more "model" speeches) to what is done during communication — from 
the ideal to the practical, from the prescriptive to the descriptive. Com- 
municating effectively requires that the communicator be sensitive to 
the developing relationship and contribute appropriate actions. Peda- 
gogical emphasis shifts, therefore, from techniques that teach the "cor- 
rect" or the "best" way to communicate to those that teach the basic 
(differentiated from "technical") skill of assessing communicative rela- 
tionships and communicating appropriately within that relationship. 

Traditionally speech communication has emphasized rationality. 
We have taught rules of evidence, forms of support, organizational 
patterns, soundness of argument, etc., as structures or skills fundamen- 
tal to all "good" or "effective" communication. la doing so, we have 
often pointed to Aristotle as the basis for our reliance on the criterion 
of rationality. But we have probably misinterpreted the still timely 
advice of Aristotle (and other classical theorists) whose rhetorical theory 
was situationally based. Rationality was extremely important in delib- 
erative situations (with the goal of decision making or problem solving), 
and our traditional pedagogy concerned itself almost exclusively with 
such situations. But most communicative situations, such as day-to-day 
interactions during a normal human existence, are epideictic, and the 
criterion of rationality is simply inappropriate. Viewing communication 
as a process of relating, thus, returns communication/rhetoric to a situa- 
tion-specific theoretical basis. Criteria change from one situation to 
another; a single criterion (such as rationality) is impractical. 

A POSTSCRIPT 

Communication theory in the 1980's incorporates a diversity of 
perspectives and methods aimed at describing and explaining how hu- 
mans actually establish relationships with one another. Pedagogical 




practices, however, have not kept pace with advances in the theoreti- 
cal/research emphasis on the global view of communication as a func- 
tional process. Communicating remains a basic skill — relating to others. 
The implications for communication education focus on continuing the 
evolutionary trend in revising the nature of the basic course(s) in com- 
munication. 

If the past teaches us any lesson at all, we should be well aware that 
too much disparity exists between ouv basic courses that we teach as 
fundamental skills and our theory /research that we conduct in discus- 
sions limited to ourselves. Perhaps that disparity is one reason why we 
claim to be misunderstood by educators outside our field and why we 
often find ourselves defending our significance in the curriculum, par- 
ticularly at the high school/college undergraduate level. An integration 
of theory and pedagogy may be a first step toward recognized respecta- 
bility squarely within the back- to- basics movement, the hallmark of 
American education in the 19i^0's. 
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Intercultural communication is both a theoretical and a practical 
field. The word communication is derived from the Latin communis, meaning 
common, from which we get such terms as community and communion. At 
the theoretical level, intercultural communication scholars are con- 
cerned with explaining how messages are transmitted f ^fectively and 
with fostering understanding among individuals from different cul- 
tures. These scholars test their theories through observation, ex- 
perimentation, and content analysis. At the practical level, intercultural 
communicators interact across cultural frontiers in an effort to establish 
conunon ground. As a growing area of emphasis, intercultural commu- 
nication has come to command more and more attention from both 
theorists and practitioners. 

There are two major trends in the study and teaching of intercul- 
tural communication: cultural criticism and cultural dialogue. The cultural 
critic views the intercultural conununication situation from the position 
of an observer interested in discovering, isolating, and eliminating communi- 
cation barriers between people of different cultural backgrounds. Given 
an intercultural situation, the cultural critic is able to discover the un- 
derlying obstacles to the conununication and, once those obstacles are 
isolated, to propose a solution. Thus, in the case of a Brazilian-American 
business interaction that seems to have been derailed over the missed 
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cultural cues from both sides, the cultural critic would be determined 
to discover the causes of the missed cues, isolate those causes, and 
propose changes. If the missed cue were that the American insisted on 
meeting at a given time, while the Brazilian seemed to be indicating 
more social contact prior to the business meeting, then that cue would 
have be isolated from all of the other communications that may have 
occurred in the meeting between ^•he communicators. The future will see 
the cultural critics of all societiej; adjust to the rapid growth in genres 
of communication for business, theatre, law, and politics. Even here, 
however, the cultural critic will be called upon to make some sense out 
of the situations that occur between intercultural communicators. In 
effect, the cultural critic operates on the assumption that the cultural 
problems that impinge upon interactions can be eliminated by making 
the communicators aware of each other's cultural cues. Much of the 
work emanating from the psychological and anthropological fields is 
cultural criticism. 

Cultural dialogue, on the other hand, is devoted to the process of 
communicating, the interacting among and engaging with cultures. The 
cultural dialogist seeks to better the condition of human beings in the 
world by examim'ng the various ways in which human communication 
is constrained by culture, with the intent of perfecting the transmission 
of messages with understanding. Hence, the scholars who call them- 
selves cultural dialogists are primarily and fundamentally involved in 
the betterment of the intercultural communication practice. Many per- 
sons involved in intercultural communication, such as international 
consultants to multinational corporations, counselors to foreign stu- 
dents, diplomats, international business executives, and members of 
such groups as the Peace Corps and ACTION, consider the work of the 
cultural dialogist significant to their success. They need to know how 
to demystify the intercultural communication experience, how to com- 
municate with a person who has a totally different world orientation, 
and how best to prepare for intercultural encounters. The cultural dialo- 
gist studies cultures with the aim of demonstrating communication in 
effective use. 

Intercultural communication effectiveness can be taught in two 
principal ways: cultural specific and cultural general When a group or a single 
person is preparing, say, to visit another culture, the intercultural com- 
munication preparation may be cultural specific. Information is nor- 
mally provided about the history, language, life-styles, politics, and 
religions of the specific people; information on the climate and geogra- 
phy may also be included. Such information is geared to helping the 
communicator cope with unexpected issues, problems, or communica- 
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tion expressions. The effectiveness of the preparation may depend upon 
how well the specific information is presented and understood. If the 
group is preparing to travel to the Akan area of Ghana, West Africa, the 
cultural specific approach would be to provide the members of the 
group with an overview of the West African region of the world, the 
place of Ghana in that region, and the culture of the Akan within 
Ghana, and with some specific information about the cultural values of 
the Akan people — i.e., use of the left hand is prohibited, shoes must be 
removed before the Asantehene, etc. The cultural specific approach was 
used very effectively in the United States during the early years of the 
Peace Corps. In recent years, intercultural communication trainers have 
spent more time on cultural general programs to prepare those anticipat- 
ing a sojourn in a foreign culture. The cultural general program is de- 
signed to give prospective intercultural communicators an overview of 
values, cultures, verbal and nonverbal behaviors, and attitudes without 
specific reference to any particular culture. Thus, the group planning to 
travel to Ghana would be trained how to interact with any person from 
any culture with whom they wanted to communicate. The users of both 
approaches to training find their resources in the work of researchers 
who have spent many years observing intercultural communication 
behaviors. 

The teaching of intercultural communication has become one of the 
most challenging areas of pedagogy. Because of the increase in interna- 
tional travel and activity, the student of intercultural communication 
finds a ready source of examples, illustrations, and experiences. Teach- 
ing intercultural communication requires knowledge and sensitivity. It 
is normally considered important that intercultural communication 
teachers possess a wide knowledge of the subject and an openness to 
other cultures, if they are to provide effective instruction in intercultural 
communication. The experience of many teachers indicates that it is also 
an effective pedagogical practice to have a multicultural class, if possi- 
ble. In this way, students are able to practice some of the theories they 
read about. Furthermore, students from different cultures provide the 
teacher with an excellent source for examples. Students may then be 
asked to comment on the values, social status structures, behavioral 
patterns, customs, attitudes, and language issues of various cultures. 

Research in intercultural communication will profitably turn to- 
ward more value and power analyses. Rather than how non-Americans 
fit into the American value system, this new research will relate values 
from culture to culture. Power relations have seldom been analyzed by 
intercultural communication scholars. Future researchers will, of neces- 
sity, have to deal with some of the more intractable issues facing the 
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international community. For example, new research on the Arab-Isra- 
eli, Japanese-Korean, Ibo~Hausa, and Cuban-Puerto Rican cultural 
rights must be conducted. It is to be expected that the work of future 
researchers in intercultural communication will contribute to the solu- 
tion of world problems. 

Actually, the shift in the world's money resources will greatly 
affect our intercultural interactions. Patterns established over the last 
500 years are beginning to be broken, and non- Western nations are 
asserting their newly found power. Such shifts in the power relations 
of nations certainly will affect how the Spaniard views the Nigerian, for 
example, or how the Norwegian views the Saudi Arabian. These exam- 
ples will be multiplied thousands of times because the operative differ- 
ence in human relationships will be new perceptions of the communica- 
tors. However, the average communicator in the 1980's is not likely to 
be cognizant of the changes in any mystical sense; these changes will 
simply occur as the world becomes a more equitable place in which to 
live. 

There seems to be an inexorable drive toward political freedom for 
peoples who have been subjugated and denied national expression. I 
predict that the areas of research cited above will become the most 
discussed intercultural areas in the next few years. Ethnic populations 
who live in societies dominated by larger ethnic groups will seek either 
a greater share in the governing process or complete political autonomy. 
The intercultural communicationist, therefore, must be capable of and 
willing to explore the possibilities of communication in any power 
situation. Consider the debate between Arabs and Israelis in the Middle 
East. It is a debate that will center on political, historical, and social 
realities. But since all debates are symbolic and represent communica- 
tion attempts, the intercultural communicationist of the future will 
want to monitor this situation for communicative effectiveness even at 
the personal level of interactants. Recognizing the cultural backgrounds 
of the communicators, as well as their historical realities, will be abso- 
lutely essential. 

Furthermore, the intercultural communicationist will have to be- 
come accustomed to the world outside his or her own culture. Foreign 
languages, recently debased in American education, are finding their 
way back into the educational process. This development is not only 
significant but also necessary for intercultural communicators. To illus- 
trate the need for increased awareness of other cultures, it was reported 
recently that only 5 of the 27 Americans stationed in the American 
embassy of an East African country could speak Kiswahili, the language 
of the people. 
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Finally, since most of the nations of the world are caught in an 
international communication system that neither is designed for them 
nor seeks to serve them, a redress in the international communication 
order should occur in the 1980's. Indeed, it is inevitable that as resources 
change hands, many of the old ways we have known will disappear. 
And with the disappearance of the inequities in the economic, political, 
and communication spheres, there should be greater harmony among 
peoples of the world. As intercultural communication scholars seek to 
explain how we can transmit messages with fidelity to those of different 
cultures, they are striving for the perfect moment of intercultural inno- 
cence when communicators experience true harmony. 
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The predictions in this chapter about directions for the field of 
interpersonal communication in the dO's result from two predominant 
trends in theory and research in the latter part of the 70's. The first is 
the movement away from the traditional study of persuasion and atti- 
tude change. For many years, the study of interpersonal communication 
was almost synonymous with the study of effects of certain combina- 
tions of message, source, and receiver variables on the attitudes and 
beliefs of respondents. Interpersonal communication scholars were con- 
cerned solely with how certain source and message characteristics might 
combine to affect a receiver.^ Although some interest in studying this 
process remains, it no longer forms the core area of interpersonal study. 
When the persuasive process is considered, it is examined in terms of 
how individuals in particular relationships go about ""getting their own 
way."2 

The second trend emerged as the field moved away from this al- 
most exclusive concern with persuasion. During this time we began 
some intellectual soul-searching about the appropriate way to study 
interpersonal phenomena. Scholars proposed a number of different ap- 
proaches to the construction of interpersonal communication theories. 




Basically concerned with issues in the philosophy of science, these 
approaches were hotly debated; yet little substantive information about 
interpersonal communication was generated. There were no massive 
paradigm shifts, and as Donn Byrne once observed about the nature of 
such debates, "when all is said and done, everyone goes back to their 
own sandboxes."^ 

Back in their own sandboxes, slightly enlightened, yet not totally 
reformed by these Savonarolas, scholars in interpersonal communica- 
tion need to revitalize the business of communication research. One 
possible direction for our work in the 80's is to reconsider some of the 
basic questions in communication: How are messages produced? How 
are they interpreted? What effect do they have?'* 

In the 60's and the 70's, research and theory in interpersonal com- 
munication focused on the production and effects of messages. The 
focus for the 80's will be the question of how messages are interpreted. 
The central concern for interpersonal scholars of the 80's will not be 
what they say or what effect it has, but rather, what they mean by what 
they say. More broadly, the fundamental issue will be a consideration 
of the question of meaning. 

The question of meaning is addressed by all communication schol- 
ars, not only those who study interpersonal communication. However, 
the interpersonal scholar labors under an extra burden because how 
communicators assign meaning to messages is intricately tied to the 
relationship that has evolved between them. Consequently, to examine 
the communication that takes place between people, the interpersonal 
scholar must first define the relationship between those individuals. 

Explanations of communication in relationships will address the 
issue of meaning under two substantially different theoretical frame- 
works. The first framework can be called the muhial influence orientation, 
which assumes that communication properties begin to emerge only at 
the two-person (dyadic) or greater level.^ Furthermore, meaning is as- 
sumed to be created not within a given individual but rather between 
individuals. The second framework can be called the cognitive orientation, 
which views each person as an information processor capable of han- 
dling social (relational) information as one aspect of thinking and rea- 
soning.^ Within this framework, meaning is assumed to rest within the 
individual rather than between individuals. 

DEVELOPING A DESCRIPTIVE BASE 

An examination of communication in relationships within both of 
these frameworks will lead researchers to study a wide variety of rela- 
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tionships: friendship, marriage, parenthood, and love relationships, as 
well as the relationships formed within working and institutional envi- 
ronments. Preliminary to the development of theories under either the 
mutual influence or the cognitive orientation, the nature of such rela- 
tionships must be set forth in greater descriptive detail. 

Relationships can be described in detail through taxonomies. A 
taxonomy describes all the important dimensions of relationships and 
specifies rules as to how a given relationship can be categorized.^ We 
anticipate extensive taxonomical work in the 80's to isolate the dimen- 
sions and types of ongoing relationships. The descriptive techniques 
utilized will include not only empirically derived, statistically validated 
classification systems of relationships but also simple phenomenological 
descriptions by participants of their communicative exchanges. The 
most comprehensive research of the 80's will merge the participants' 
perspectives and the more empirical measures to describe how individu- 
als organize their ongoing relationships. 

While the communication processes and the outcomes of various 
types of relationships will be studied, there will be extensive interest in 
the study of families and friendships. Both the mutual influence and the 
cognitive orientations will be utilized to examine communication in 
these two types of relationships. The next section outlines some direc- 
tions that may be taken, and some problems that may be encountered, 
in applying the mutual influence approach. 

APPLYING THE MUTUAL INFLUENCE ORIENTATION 

The mutual influence orientation defines communication as a pro- 
cess in which individuals are simultaneously influencing and influenced 
by one another. Therefore, the meaning of a communicative act does not 
reside in the occurrence of a given act but in the relationship of acts to 
one another and their sequence. Using this approach, the observation 
that Paul speaks more often than Mary is less significant than the 
observation that Paul speaks more often than Mary after Julie interrupts 
him. To date our research on relationships has rarely incorporated a 
conceptualization of the communication process as one of mutual influ- 
ence. This will be rectified in the 80's. 

Examining the mutual influences that occur in a family system, 
researchers in the 80's will be confronted with two decisions.® The first 
decision is whether the dyad (two-person subsystem) or a larger group 
should be the unit of analysis. The second decision involves the deter- 
mination of what constitutes a communication sequence. These deci- 
sions will define the boundaries of family communication systems. 
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It is expected that researchers will proceed by treating complex 
systems in terms of their dyadic components.^ While there has been 
some attention paid to the marital dyad, few of the other dyadic compo- 
nents of the family system, such as parent-child or sibling-sibling, have 
been examined. Unfortunately, the role of the child has been largely 
neglected in our research on communication in families. With the grow- 
ing realization that children influence marital and family interaction, 
even as they are socialized and influenced by that interaction, the role 
of children will be addressed more frequently in the 80's. 

In utilizing this model to study family communication, much of the 
emphasis has been placed on studying the control aspects of messages. 
Researchers in the 80's should consider not only other subsystems 
within the family but also other concepts within this theoretical ap- 
proach. A wealth of information awaits communication scholars who 
will consider concepts such as redundancy, channel disjunctiveness, 
disconfirmation, punctuation, metacommunication, and homeostasis. 
In addition, serious attention needs to be given to those positive 
feedback processes that allow the system to cope with change as well 
as the more usually studied^° negative ones that keep the system in 
balance. 

. Obviously, significant interpersonal relationships also exist outside 
the context of the family. The plethora of studies during the 60's and 
70's on initial attraction between strangers did not yield much informa- 
tion about communication in relationships. Consequently, the field 
will turn increasingly to the study of the initiation, maintenance, and 
disintegration of intimacy. Theory will evolve in the direction of 
developmental models that consider the life history of relationships. 
We currently know very little about adult, voluntary, social relation- 
ships, although the maintenance of friendships is emerging as a major 
concern in modern life. As a result, research will not be limited to the 
study of marital dyads or families (or even dyads en route to family 
formation) as communication studies will increasingly focus on friend- 
ship. 

The examination of families and friendships will be brought to- 
gether in an attempt to map relationships onto the wider social net- 
works in which they are embedded. The influence of the social environ- 
ment on a dyad and its development and/or disintegration is extensive, 
although our current knowledge of this process in meager.^^ informa- 
tion about the social and personal networks of dyadic partners and 
family members will be sought in the 80's because it will reveal much 
about the nature of communication in these relationships. 
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APPLYING THE COGNITIVE ORIENTATION 



Our textbooks in communication often exhort us to remember that 
"meanings are in people." Very little of our research effort has been 
directed to exploring this aphorism in great detail. Interest in the 80's 
will return to an examination of the individual and the way that s/he 
assigns meaning to interpersonal events. An adequate analysis of com- 
munication must give serious attention to the cognitive processes of the 
individual interactants. 

Studies of how individuals in ongoing relationships assign meaning 
to messages will be influenced by the work currently being done in the 
emerging interdisciplinary field of cognitive science. Drawing on this 
work, three approaches to the study of meaning seem especially promis- 
ing. The first involves the development of a communication-based attri- 
bution theory. In its broadest sense, attribution theory deals with how 
we come to understand the causes and implications of the events we 
witness and participate in — that is, how we assign meaning to the be- 
havior of ourselves and others. A communication-based attribution 
theory will be especially useful in delineating the sources of bias and 
error as individuals assign meaning to communication behavior.^^ 

A second cognitive approach is the study of what individuals actu- 
ally say to one another. As we have seen in the 70's the purely formal 
study of language per se is not going to help us understand interpersonal 
coinmunication. What we need to uncover is how much information an 
individual has to have about her or his conversational partner in order 
to communicate. An important issue for the 80's will be how such 
information is represented in an individual's cognitive system and how 
this information is acquired and used in the comprehension and produc- 
tion of messages.^^ 

A third approach considers how individuals categorize, simplify, 
and process information when making social judgments about others. 
This process of making judgments about others often involves the crea- 
tion of implicit theories concerning another's personality and/or com- 
munication. In the 80's the study of these implicit theories will concen- 
trate on both the relationships that a perceiver sees among the attributes 
believed to be possessed by another and the person categories that a 
perceiver generates in order to communicate with others. 

Within the cognitive orientation, the study of interpersonal com- 
munication in the 80's will focus on how individuals in relationships 
attribute causes to the behaviors and responses of themselves and their 
partners, how they comprehend the conversations in which they en- 
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gage, and how they develop u. communication and 

relationships. All of these approaches are individualistic in that they 
focus on meaning from the perspective of the social actor. 

SUMMARY 

These predictions of research directions in the 1980's may be 
viewed as too conservative, stressing as they do merely incremental 
changes in the way that we study interpersonal phenomena. Indeed, 
they are conservative insofar as they predict a return to consideration 
of one of the classic questions for scholars and teachers of communica- 
tion: What is the nature of meaning? The predictions are more forward- 
looking, however, in that they suggest that meaning will be considered 
in a number of different relational contexts and from a variety of differ- 
ent theoretical perspectives. 

The implications of these predictions for the teaching of interper- 
sonal communication are relatively straightforward. Courses will need 
to be developed at all educational levels that focus on both relational 
and family communication. These courses will have to be structured to 
take into account the different meanings that specific messages, atti- 
tudes, and behaviors may hold for different relationships. 

Each of pur courses must incorporate a recognition of the cognitive 
processes of communicators. We will all learn from cognitive science the 
limitations on how much and what kind of information can be stored 
and retrieved by the human processor. These findings can help us to 
set guidelines for generating messages intended to be understood and 
retained. Attribution-training games will be developed to help students 
uncover the sources of their attributional biases and errors. Our courses 
will examine how the impressions, beliefs, theories, or schemas that- 
individuals hold about u ler can be modified. We will need to 

teach what properties of the message can change cognitions. The 80's 
will see a coming of age of the field of interpersonal communication. By 
concentrating on the core question of meaning and by pursuing research 
in that domain, we can participate in an area of communication that 
promises to be exciting and revitalizing.^^ 
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At the end of the 1950's, C. Wright Mills slashed at contemporary, 
empirical social science research on mass communication for its lack of 
historical perspective.^ One cannot understand the phenomenon of 
mass communication, he contended, without reference to the emergence of 
mdss society during the nineteenth and twentieth centuries. For individu- 
als, the mass society argument goes, the transformation of feudal soci- 
eties into nation states meant a dislocation from traditional group ties 
— extended family, church, and the like — and a reorganization of social 
life in huge conglomerations of disaffected, isolated beings. The matrix 
bonding society became the standardized popular culture symbols con- 
veyed by the mass media — organizations that began to flourish with the 
growth of industrialization and urbanization. Controllers of the media 
could, and did, manipulate the "atomized" mass audience for profit or 
status. 

This view of media roles and power has not gone unchallenged in 
the years since Mills wrote. The empirical rejoinder to his critique is that 
modem society retains qualities of pluralism that it inherited from 
feudalism. Primary group life is said to prosper, and it has formed the 
basis for selectivity in cultural taste and political attitudes, which 
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blunted the impact of mass communicated messages. Rather than a 
hapless collection of persuasible indivHuals, the audiences for mass 
media fare are argued to be active, tenacious defenders of xheir parochial 
viewpoints. The mass media might inform, but they could not persuade. 

During the I980's the debate over whether the mass media are 
all-powerful manipulators of masses or simply brokers of symbols to 
suspicious consumers will be complicated by developments that will 
lead us to question whether the media are really "mass" at all. Changes 
in the organization of media industries, in technology, and possibly in 
regulation may render the debate between mass society theorists and 
empirical social scientists obsolete. 

Indeed, there is a case to be made that several of the media that we 
normally group under the heading "mass" really do not belong there. 
Newspapers, radio, fiim, and magazines all structure their content to 
appeal to particular segments of society, rather than trying to attract 
diverse demographic or taste groups. Thus, while thdr audiences can 
number in the millions, the sociological character of the audiences belies 
the status of mass media for these purveyors of information and enter- 
tainment. 

This leaves television as our only truly mass medium. It is often 
said that radio, film, and magazines adapted to the presence of television 
by taking on their present diversified forms. Unable to compete with 
television for the mass audience, network radio programs, general audi- 
ence films, and Life and Look Magazines were culled from the mass media 
through a process of "natural selection." The content remaining in these 
media was more finely tuned to appeal to a great variety of taste subcul- 
tures. A radio listener of 40 years ago would not have envisioned the 
airwaves crowded with "Easy Listening," "Country and Western," and 
"Top 40" programming, to name a few of the more popular formats. A 
reader of Life during that time would not have anticipated the success 
of Runner's World — a vivid example of profitable segmentation in the 
magazine industry. Newspapers, while never truly a "mass" medium 
because of their local orientation, are now becoming more like maga- 
zines in offering independent special content sections. The "Darwinian" 
explanation for all of these changes emphasizes the need for media to 
adapt new forms to survive in the hostile environment created by televi- 
sion. 

But the 1980's are likely to see some marked changes in television 
itself. Depending on how rapidly various technological innovations see 
widespread adoption, the well-known three-network organizational 
structure for the medium may be supplanted by a much more diversified 
arrangement. These innovations include more penetration of cable tele- 




vision into markets across the country, the combination of satellite 
relays and cable to form new networking arrangements, "instant" net- 
works created among independent stations carrying packages of special 
content (sports and miniseries), increases in over-air pay television, and 
extended allocation of portions of the UHF spectrum for new broadcast- 
ing stations. These developments, singly and in combination, could 
have the effect of "demassifying" our only mass medium by providing 
an ever-broader range of content offerings that will appeal to specific 
segments of the audience. 

At the same time the financial base of television would be altered 
because mass advertising would be replaced by commercials tailored to 
sports, drama, or comedy audiences, for example — that is, unless adver- 
tising support is eliminated entirely as it has been in various pay televi- 
sion schemes. Many cable franchises now offer movie packages or fea- 
tures like Home Box Office that have programming uninterrupted by 
commercials. 

Rather than three national networks, satellite technology makes 
possible the linking of cable outlets and VHF or UHF stations in "net- 
works" for a single program or for longer periods of time. Independent 
UHF stations, once the "poor cousins" of the industry, are now envied 
for their profits from "instant networking" arrangements for sports or 
miniseries telecasts. Home video cassette recorders, "teletext," and 
video discs add yet a further element of segmentation, as viewers have 
even more opportunity to substitute their chosen content for network 
fare. These developments point to the possibility that television will go 
the way of its predecessors in seeking to take advantage of the wide 
variety in tastes hidden in the mass audience. 

Predictions like this are common, and have been made in earlier 
decades. The appeal of diversified content has not always been great 
enough to warrant the capital investment required to provide it, and 
technology does not always develop as quickly as its advocates predict. 
But the success of a number of such investments and a more laissez faire 
regulatory environment are leading to an accelerated pace of develop- 
ment. 

Tne attempts in Congress to draft a new Communications Act (to 
replace the one passed in 1934) suggest a more libertarian view toward 
television and radio regulation, as does recent policy promulgated by 
the Federal Communications Commission toward cable television. Once 
prohibited from certain markets because of the alleged threat to the 
profitability of local UHF stations, cable is now recognized as an aid to 
those channels because of the better signal quality provided to subscri- 
bers. Other restrictive attitudes toward cable and pay TV are also 
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changing. Allocation of channels in the radio and UHF spectrum, once 
thought to be determined absolutely by the limitations of the airwaves 
in handling signals, is now thought to be less constrained by this factor, 
and new broadcast stations may be authorized as a result — leading 
(perhaps) to more diversity in content. 

These trends towaid greater segmentation of the various media 
audiences have marked implications for education about mass commu- 
nication in the future. Tracing the progress of the changes is itself a 
subject of primary importance. Students of communication should be 
among the most astute observers of patterns of development across 
media industries and of government-media relationships. 

The new content that may become available to consumers through 
changes in the industry holds the promise of raising cultural standards 
and providing citizens with more in-depth information than is currently 
available. The rub, as F. Gerald Kline has pointed out, is that consumers 
must choose to be exposed to the material that is offered. Part of the job 
of instructors concerned with mass communication is simply to explain 
to students the impact of channel diversity on content. Instructors 
should also encourage a wide exposure to various viewpoints and types 
of entertainment, assuming that a broad range of viewpoints is better 
than a narrow one. It was eloquently expressed by Milton in Areopagitica 
— his apologia for freedom of expression — in which he argued that if 
Truth is in the field contending with many other viewpoints, it will 
prevail. If this notion has any validity, it requires public awareness of 
all sides on an issue. More broadly construed, if we are to have a 
common ground for discourse in cultural v \ political matters, each indi- 
vidual must be exposed to a good sampling of the wide range of content 
available in the newly reorganized media. If audiences merely attend to 
their preferred entertainment and points of view, the benefits of diver- 
sity will be lost in the parochialism of choice. A central task for teachers, 
at whatever level of education, is to instill a tolerance for opposing 
viewpoints and an appreciation for alternative cultural forms. The adap- 
tation of audiences to the new offerings will be a primary focus for 
research and education as well. 

The "demassification" of the mass audience, to the extent it occurs, 
is likely to lead to a different sort of social criticism of the media. 
Television, the scapegoat of critics for many years, has held that 
position largely because of its organizational structure. If television 
programming becomes more segmented, its vaunted power as a shaper 
of opinions and behavior will be diminished. Paul Hirsch has pointed 
out that when radio and film were once the mass media, they were 
subject to the same sorts of criticism as television.^ Since the change in 
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their audience compositions, critics have turned their attention to the 
medium that has standardized content meant for everyone. Concern 
about television aggression, sexual portrayal, advertising, and the like 
will be quieted as more types of content become available on that 
medium. The research agenda will change to complement the shift in 
social concern. 

Another ''freedom of expression" issue for the 1980's will be the 
evolving relationship between the press and the Supreme Court. The 
Burger court has issued several rulings that seem to restrict the freedom 
of the press in reporting on trials, and has authorized the use of search 
warrants in newsrooms by prosecutors searching for evidence in crimi- 
nal proceedings. Gag orders on the reporting of trials are becoming more 
common, and reporters' notes are more likely to be the object of subpo- 
enas unless the "chilling effect" of such actions leads to a decline in 
investigative reporting. The press, which enjoyed a felicitous environ- 
ment during the time of the Warren court, has complained bitterly 
about the new attitude among the current Justices, and the Court itself 
has become the subject of a chatty investigative reporting job. 

Mass communication research paid much attention to violence in 
the 1960's and to advertising effects in the 1970's. Politics forms a 
subject matter of continual interest. Much of mass communication re- 
search in the last two decades has looked at the effects of media content 
on young people. Stereotypes of various groups on television were also 
the subject of much research in the 1970's. We should see greater atten- 
tion paid to media and aging in the 80's with the gradual shift of 
population to the upper end of the age continuum. Energy and foreign 
affairs information is likely to be a primary focus of research as well 
because these issues will be particularly pressing during the 80's. The 
consequences of energy problems for the media themselves will bear 
watching since energy shortages are bound to change the cost structure 
of media products. Newspapers are already responding regularly to 
steadily climbing newsprint costs. 

In summary, the 1980's are likely to be years of diversification in 
the mass media, with consequent changes in the content offered and 
researchers' attention to media effects. More and more individual choice 
in the use of media will become possible. The choice may lead to a 
better-informed society — or to a fragmented one. The benefits and costs 
of "freedom of expression" are issues that will form the basis of debate 
about the mass media in this decade. 
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If we predated this essay to focus on the early 1930's, we could 
settle into a discussion of the "oral interpretation of literature'' and its 
fairly recent name change from "oral expression" and the "vocal inter- 
pretation of literature." We would enjoy the comforts of a generally 
widespread consensus on what oral interpretation or interpretative 
reading should accomplish and how. Interpretation, then well-flanked 
by the aesthetics of conventions^ could handily be defined either by 
what it was (the re-creation and communication of literature) or by 
what it was not (acting, impersonation, and public speaking). The last 
50 years, however, have seen these particular determinants steadily 
fade. To investigate this large shift in perspective, we will proceed from 
a brief historical overview to an outline of current theory and practice, 
suggesting implications for education in the 80's. We will, through this 
general terrain, pursue the thesis that as speech communication strug- 
gles to align its humanistic heritage with its current pragmatism, the 80's 
will be a pivotal decade for interpretation. (In this essay we use the 
words interpretation and performance interchangeably although a distinction 
can be made between interpretation as a perspective and performance 
as a perspective rendered. 
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THE AMERICAN TRADITION OF INTERPRETATION 



When the National Association of Academic Teachers of Public 
Speaking was formed in 1914, the elocutionary influence on public 
address and oral reading began to slowly dissolve. The earlier-for- 
mulated expression theory emerged with an insistence that the infernal 
realization of literature govern its exiernal presentation, supplanting the 
elocutionist's frequent reverse emphasis on proper delivery techniques. 
Guided by an aesthetic of minimalism or suggestion, readers could, 
thus, share literature with others while simultaneously developing their 
own inner resources. The second two decades of the century were not 
literature-oriented times, but rather, in their own divergent ways, both 
insisted on the performer's physical, mental, or spiritual growth, and 
literature provided a more or less satisfactory vehicle for this improve- 
ment. 

While some serious consideration of the literature did exist earlier 
among a few writers, the 30's and 40's brought rationales grounded in 
literary theory for reading and its communication to others. Interpreta- 
tion began what was to become a pattern up to the present day — the 
application of methods current in literary criticism to the students' 
purpose for oral reading and their preparation of materials. In the 40's 
that methodology was not as consistent as it would be later. As yet, 
readers still wrote a precis or paraphrase of the selection in a general 
search for the author's central meaning — a practice sobn to fall under 
the heavy fire of the New Critics who provided vocabul^iry and a 
method for examining the specifics of a literary text. 

In the 50's interpretation educators voiced dissatisfaction witli.the 
terms reading and recitations, and with the lifeless, unintelligent render- 
ings these descriptors implied. Instead, they developed a fuller concep- 
tualization of interpretation, one that considered performances as criti- 
cal explorations or textual illuminations of a literary selection. It was a 
short, but crucial, step to then view the performance itself as a demon- 
strated act of literary criticism offering unique critical insight. Perform- 
ance as criticism combined the detachment of an objective, analytical, 
critical method with the engagement inherent in a performer's directly 
experiential approach. Performance as knowing became the key concept 
dominating, in one way or another, the contributions made during the 
60's. An important transition was just beginning: Presentation, oral 
reading, representation, expression, recitation, or interpretation was 
evolving into the fuller concept of performed literature. Probably because 
it conjured up thoughts of trivial activity, impersonation, or acting, the 
word performance did not popularly, or even casually, appear in interpre- 



tation literature ur\til the 1960's, Diversity withir\ the field was identifi- 
able as teachers began developing their areas of emphasis: the reader's 
growth (technically as a performer or humanistically as a person); the 
audience's understanding and enjoyment of the shared literature; or the 
study of literature through the medium of performance. 

The late 60's and the 70's added the dynamics of the concept of 
performance to the textual implications of New Criticism, Instead of 
criticism's leading a reader from understanding to presenting, perform- 
ance was insisting on its simultaneous textual ontology: The text was its 
performance. With each performance the literature was being redefined. 
The meaning of performance in its basic sense — to bring a thing to comple- 
tion reminds us that to comprehend is to perform, in a sense. We 

perform when we realize, recognize, and understand the integrated 
emotional and cognitive dimensions of the literary text. A vocal-physi- 
cal-psychical performance, then, expands to encompass our sense of all 
three contexts — social, literary, and personal. Naturally a public per- 
formance will involve a social sensibility conditioned by audience iden- 
tity and purpose. The literary context introduces consideration of both 
the literary speaker's audience and the author's historical audience. A 
personal context, in addition, governs the development of a student's 
highly individual encounter with literature. 

THEORY AND PRACTICE FOR THE 1980'S 

With neither crystal ball nor prophetic powers to spin out develop- 
ments in the teaching of interpretation in the 80's, we can only examine 
the salient strengths of the present and outline what is likely to happen, 
to continue, or to intensify if educators persist in believing— as we think 
they will— that performance is a challenging and worthwhile way of 
studying literature. The items we will comment on include basic philo- 
sophical objectives and the movement of performance from the speech 
communication classroom to other settings. 

Basic Philosophical Objectives 

The basic abjective of performance as literary study is closely tied 
to the root meaning of the word perform: execute, fulfill, complete, fur- 
nish, finish. In each case, the lower life synonym is simply ^/i?. And why 
this "doing" of literature? The reason lies in the interest of knowing or, 
better still, in a knowing/ feeling of those experiences expressed in 
literary texts. Such a thesis claims that performance, central to the 
whole literary process, is more fully realized if the reader actually "tries 
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on" what the literature notates by performing it (doing, actualizing, 
acting, being, etc.). 

Louise Rosenblatt, a noted English educator, claims that a written 
piece of literature is a text and that a poem (or any literature) exists only 
as a transaction occurs between reader and text.^ The print on the page, 
thus, becomes an experience in literature only when a person — or per- 
sons — makes connection with it. 

If an even more basic goal is needed, we can borrow one from 
Walter Ong, S.]., who writes: "Acting a role, realizing in a specially 
intense way one's identity (in a sense) with someone who (in another 
sense) one is not, remains one of the most human things a person can 
do."" The potential liberalizing effect of this "realizing in a specially 
intense way" is not yet scientifically measurable; however, it is a firmly 
held commitment (and one that is confirmed almost daily) for most 
teachers and students of liberal and performing arts, and the conviction 
seems likely to grow even more secure in the 80's. 

Performance in Special Situations 

Even for those who find the raison d'etre for interpretation in its 
value to literary study, the time comes when teachers have an opportu- 
nity to take performing techniques and/or performances outside their 
own classroom for different or wider audiences. The most common 
example occurs when the teacher's aims move from the literary growth 
of the individual through the process of performance to an interest in 
performance as product for the understanding and enjoyment of an audi- 
ence. Ordinarily labeled readers' theatre or chamber theatre, these group 
performances face most of the same problems as do other theatrical 
events: a playing space, adequate facilities, budget, copyright, programs, 
costumes, etc. Although these performances are not generally expected 
to be as lavish as traditional theatre (largely because the Aristotelian 
element of "spectacle" is rarely emphasized or even attempted), the 
teacher still faces responsibility for ensuring the audience, insofar as 
possible, an aesthetically engaging and satisfying time in the theatre. 
Inadequately prepared theatre, regardless of its label, is only minimally 
educational. Certainly not meant to discourage public performances by 
interpreters, this assertion is intended only to suggest that enterprises 
appropriate to the classroom may disappoint public audiences who have 
reason to expect a finished and carefully honed production, the kind 
implicitly promised by the invitation or advertisement. Interpretation 
teachers' effectiveness may be greatly strengthened by training in 
theatre and allied arts; their directing of productions demands it, for- 
mally or informally. 
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Another kind of performance outside the classroom now enjoying 
a resurgence in popularity occurs in specialized social contexts: prisons, 
hospitals, recreation centers, retirement homes, and discussion groups, 
for example. Used as entertainment or as illustrative material for lec- 
ture-discussions led by an expert, these performances can be meaning- 
ful for performers and listeners. 

Teachers interested in performance as a service to other groups 
should look for opportunities within their own school system: having 
reading hours to promote library week; giving dramatized readings of 
famous debates for a history course; reading poems for elementary 
school children who are interested in composing their own; and per- 
forming innumerable selections for Snglish classes about to begin a 
given unit of study. 

A less obvious connection just starting to be explored also occurs 
in English classrooms, but with a decidedly different emphasis (and one 
that is especially exciting for the teacher of speech communication). As 
a result of the important studies made by the National Council of 
Teachers of English in the late 60's, English education programs have 
been exploring ways in which solo performances in class, oral reading 
exercises, and group interpretation activities enhance student under- 
standing and enjoyment of literature. Most recently, reading acquisition 
and composition programs have been investigaiing the influence of 
performance behaviors on written communication competency. If we 
absorb the vocabulary, grammar, and rhythms of language through 
speech (initially in childhood and throughout life), then oralizing and 
internalizing expressive language from our literature in a performance 
situation could well extend our language sensibilities and usage. Thus, 
interpretation teachers may be centrally involved in the return of joint 
programs in oral and written English. 

CONCLUSION 

In the introduction to this chapter we speculated that the 80's 
would be a pivotal decade as speech comriUmication attempts to align 
its humanistic heritage with its current pragmatism. The ensuing discus- 
sion reveals our commitment, first and foremost, to the humanistic 
impulse — in the belief that here is where interpretation most properly 
can make a major contribution to students whose present and future 
lives may be significantly enriched by full encounters with literature. 
Moreover, of the speech communication arts and sciences, interpreta- 
tion is, perhaps, the most humanistically oriented and, thus, able to 
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make important and unique contributions to the field of speech commu- 
nication as a whole. 

In short, we affirm the humanness, even the naturalness, of literary 
study and the possibilities of insight through literature in performance. 
Literature, both on the page and in performance, merits our students' 
careful attention — even what Richard McGuire calls passional attention. 
In the introduction to Passionate Attention: An Introduction to Literary Study, 
he explains: 

I see the acts of living and of reading and studying literature as 
having value only if they are motivated by love and interest; pas- 
sionate attention is thus the richest short description of literary 
criticism I know. It represents the most important human qualities 
involved in a person's relationships with other persons and with 
literature.^ 

If 

If we add to his acts "of living . . . reading and studying literature" the 
acts of attending to performances in and of texts, we may say with him 
that "passionate attention" is the "richest short description" available 
for what we envision for the performance of literature in the 80's — and 
beyond. 
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"What is organizational communication?" I am often asked this by 
students, friends, people on airplanes, and my mother. The possible 
answers to that question are as varied as the people who are in the field. 
This chapter is about what those people do. Most simply, to "do" 
organizational communication is to use your communication (to create, 
exchange, and interpret symbolic messages) in order to cooperate (to 
work together). Organizational communication has become a vocation 
only relatively recently. It has emerged as a specialized field of activity 
and research because people are increasingly recognizing that coopera- 
tion is problematic: Organization of work is difficult to accomplish. More- 
over, the kinds of symbols people exchange have an important impact 
on the effectiveness of their cooperation. At one time people could take 
communication and its role in cooperation for granted, but as coopera- 
tion becomes more complicated, people are increasingly turning their 
attention to investigating how to improve cooperation by improving 
communication. 

Let us examine cooperation, communication, and the impact of 
complication as an introduction to the direction of organizational com- 
munication in the 1980's. Consider two 10-year-olds working together 
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to construct a model rocket. They are "doing" organizational communi- 
cation at its most basic level. Their actions constitute the simplest kind 
of cooperative system. The most basic question that can be asked in the 
study of organizational communication is this: How are such simple 
systems of cooperation accomplished? In this simplest cooperative sys- 
tem, communication researchers would study the words exchanged by 
the model builders, their nonverbal messages, the words and form of the 
written instructions they are following, and even the setting of their 
activities (e.g., whether they have suitable chairs and a table or whether 
they are sitting on the floor). Communication researchers ask how the 
two model builders use symbols to construct similar meanings for what 
they are doing (for example, how to apply paint) and how they con- 
struct expectations about what each is to do (for example, that he will 
apply glue and that she will assemble parts).^ 

Now, let us consider the complications necessary to transform the 
basic cooperative system created by these 10-year-old model rocket 
builders into the national effort to explore space carried out by the 
National Aeronautics and Space Administration (NASA).^ Let us take 
some of the major "complications" added to a simple cooperative sys- 
tem^ and consider how an organizational communication researcher 
might study the use of symbolic messages in creating human coopera- 
tive systems and what kinds of activities might be done by those who 
specialize in the "doing" of organizational communication. The com- 
plications we shall examine are these: 

1. Add 100,000 people. 

2. Create differences in authority. 

3. Add many years to the work. 

4. Create uncertainty about the work to be done. 

5. Require billions of dollars to finance the work. 

6. Impose government regulation on the work. 

1. Add 100,000 people. Most of the people who work in a large 
organization such as a NASA are strangers to each other; in fact, each 
will not be able to see many of the others or even talk frequently over 
the phone to more than a few. Simple agreements used by the 10-year- 
olds, such as "Let's meet at my house at 5:00" and "You glue and Til 
stick them together," become complicated into con fro! subsystems, specify- 
ing all the tasks that need to be done, when, in what order, and by 
whom. 

A control subsystem consists of all those messages people use to 




know what they are to do, when, how, and why. Some of these mes- 
sages are transmitted by face-to-face communication, and these may be 
as simple as the ones the 10-year-olds use. Other messages are written 
down in official form— for example, job descriptions specifying the 
minimum expected of each organization position, and procedures 
manuals detailing how each job is to be done. Some of the most interest- 
ing and powerful control messages are implicit or unstated. Much of 
what a person knows about his or her job is not written down or even 
spoken; rather, it is in the form of a "routine." 

In the 1980's the technology for coordinating the work of thou- 
sands of people is going to grow exponentially. Computer-based man- 
agement information systems have already changed the work routines 
of people in large organizations. In the next 10 years inexpensive micro- 
processors will replace the paper work of even small offices. Organiza- 
tional communication specialists will be examining and directing the 
effect of new information technologies on organizational control sub- 
systems. 

2. Create differences in authority. Authority is the right to command 
another's behavior. If the rocket model belongs equally to the two 
10-year-olds, neither may have authority over the other. If it belongs 
only to her, she has the authority to decide how the work is to be done. 
He may quit rather than do what he is commanded to do, but both ave 
likely to recognize the general principle that ownership of the means of 
production— in this case, the rocket kit— gives one the right to say how 
the work should be done. This right, however, gets complicated when 
there are many owners, such as when ownership is through stock in a 
public corporation. There are hundreds of thousands of "owners" of 
American Telephone and Telegraph, for example. Ownership of public 
agencies such as NASA is even more widespread. Hence, the simple case 
of equal or one-sided authority based in ownership becomes compli- 
cated into an authority subsystem in which people are appointed to have 
certain rights to direct the actions of others. The most common type of 
authority subsystem is a hierarchy in which everyone has a supervisor 
except the person at the very top. 

The authority subsystem is a more or less commonly held under- 
standing about who has what right to command. Authority is a charac- 
teristic of communication according to Chester I. Barnard, who was for 
many years chief executive of AT & T; he also at one time headed the 
National Science Foundation, the USO, the Rockefeller Foundation, and 
the General Election Board.^ Even though a person is appointed to a 
command position by the organization, others will accept his or her 
message as authoritative (having the right to comi^and their behavior) 



LV5 96 



only when four conditions exist at the time they interpret the message: 
(1) they understand the message; (2) at the time they believe it to be 
consistent with the purpose of the organization; (3) at the time they 
believe it to be generally compatible with their personal interests; (4) 
they are physically and mentally able to do as commanded. Hence, the 
executives appointed to command an organization must have especially 
good communication skills because they work only through communi- 
cation. Barnard defines the first function of executives as creating and 
maintaining a system of communication. Although the notion that ex- 
ecutive work is communication is not new, in the 1980's we shall wit- 
ness a renewed interest in the conditions that lead people to interpret 
a message as authoritative. 

3. Add many years to the work 1 he rocket model builders cooperate 
only as long as it is fun for them, but more complicated organizations 
need to sustain involvement over long periods of time. This means that 
people remain part of the cooperative effort even when they would 
prefer to do something else. Therefore, add to the basic cooperative 
system an incenHve subsystem, which will provide each organizational 
member with something he or she values in exchange for work done for 
the organization. Thus, the simple feeling of working together because 
it is pleasurable in itself ("Hey, let's put together my model rocket." 
"Yeah, that sounds like fun.") becomes complicated into an incentive 
subsystem of pay, promotion, working conditions, benefits, and even a 
union to negotiate the terms of agreement to work. 

Incentive subsystems operate through symbolic messages: A salary 
is not simply a payment for services rendered; it is a statement by the 
organization of how much that person's contribution is worth. Organi- 
zational communication specialists of the 1980's will be examining the 
symbolic dimensions of incentives: What leads people to interpret an 
organizational message as rewarding? 

4. Create uncertainty about the work to be done. The 10-year-olds put 
together a model designed by others. The model kit had a picture of 
what the finished model would look like and a set of detailed instruc- 
tions for putting together the model pieces. Much of the knowledge 
required to build the rocket is provided for anyone who can read and 
understand the instructions. This would be difficult, perhaps impossi- 
ble, for a person from another C vulture who had never seen a rocket 
model before and, therefore, could not visualize the end product of the 
work. Even the job of following instructions requires general under- 
standing of what is to be done — the* overall purpose of the cooperation. 
This vision of purpose, this notion of what happens when, is based on 
some relevant past experience. 
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Complicate this relatively simple situation with uncertainty about 
what the organization's mission is. The vague concept of "build a 
rocket" must be detailed into a complete design of the rocket and how 
it can be built. Therefore, add a research and development (R&D) subsystem. 
In any organization R&D consists of visualizing the abstract notion of 
the "organizational mission" into more concrete specifications of what 
the cooperative system is to create; even organizations such as depart- 
ment stores, where there are no scientists, have jobs that are so compli- 
cated that they need people who have specialized training and whose 
job it is just to think of what might be done and how. 

In the 1980's specialized and technical expertise will be increasingly 
important in cooperation. But specialization makes cooperation diffi- 
cult. The R&D subsystem consists of work done by people who must 
know so much about one particular area that they will be virtually 
ignorant about another. For example, the chemical engineer developing 
fuel for rockets will have only an elementary understanding of the 
mechanical engineering principles involved in designing the fuel injec- 
tion system; yet, chemical engineers and mechanical engineers must 
cooperate in order to design the overall propulsion of the rocket. Coop- 
eration in such settings is often in the form of conflict. The chemical 
engineers want the kind of fuel injection system that will allow them 
to develop the most powerful fuel; yet, that kind of design may be 
unacceptable to the mechanical engineers because their research indi- 
cates that the system will be too heavy or lack dependability. 

Uncertainty aboi t what is to be done and how to do it leads to 
technical specialization in order to increase knowledge and, ultimately, 
to create better images of what to do. Yet, specialization in knowledge 
creates conflicts over what is known and what is best to do. R&D people 
have no authority to command. Rather, they are experts who advise 
those in authority. Their limited vision results from th^ir organizational 
position; people with specialized backgrounds who are put in authority 
positions are required to develop a broader perspective than their previ- 
ous specialized focus would allow. Specialists in organizational commu- 
nication in the 1980's will be increasingly called upon to act as transla- 
tors of technical information for other specialists and for those 
nonspecialists who ultimately have to make decisions about what is to 
be done. 

5. Require billions of dollars to finance the work. Getting the money to 
buy a rocket kit may be a big problem for the 10-year-olds. Most likely 
they must convince someone with money to give it to theni by persuad- 
ing the money holder that a benefit will result and that at least some 
benefit will go to the money holder. ("Mom, if I had a rocket kit, I'd 
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work quietly in my room today instead of making a lot of noise in the 
living room/') The benefit of the rocket must be shown to be worth the 
cost. ("Mom, it would take me twice as long to put together the $6.C;.'* 
rocket as it would a $4.50 rocket.") 

The basic process that is going on here is investment. The more 
complicated the organization, the more complicated the subsystem for 
seeking inveshnenL Profit-making organizations decide whether they are 
succeeding or not by using the symbol "return on investment." They 
make a good return on investment by producing a profit, or a profitable 
service. Profit-making organizations use communication specialists to 
convince customers that they will benefit by purchasing what the orga- 
nization has to sell. In a nonprofit-making organization, the necessity 
for a return on investment is no less important. For example, people who 
request funds from the government (through the President's Office of 
Management and Budget and ultimately through Congress) must per- 
suade the American people's representatives that such an investment 
will have a worthwhile retu'^ Ml organizations must sell not only their 
product but also themselves — their organizational image — to outsiders 
and also to organizational members. In the 1970s we witnessed an 
increase in esteem for the "corporate relations" specialist who sells the 
organizational image. Not only does setting a favorable image lead, in 
the long run, to more investment but also it leads to a more favorable 
"regulatory environment." In the 1980's we should see even more em- 
phasis on the importance of specialists in "external communications." 

6. Impose government regulation on the work. Even the simplest systems 
are likely to be regulated by outside authorities. The rocket builders 
may be "regulated" by their father's insisting that they move their 
activity to the garage or that they put newspapers under their newly 
glued pieces. No system of cooperation is without impact on others. The 
water I use to manufacture a product may pollute your drinking water; 
the medicine I make for your illness may harm you. Our increasing 
interdependence and our awareness of the fact that we have no choice 
but to be interdependent have created an increasing demand for public 
organizations to regulate other organizations. Therefore, complicate the 
simplest cooperative system by adding a regulatory environment and a sub- 
system for coping with regulation. In the 1980's this environment will have 
more impact on organizations, and, therefore, the subsystems for coping 
will be more influential. Tliese subsystems will consist of lawyers and 
experts in communication. 

In coping subsystems, the communication specialists act in several 
capacities: ITiey teach organization members how to change their be- 
havior to comply (they conduct workshops in interviewing so that 
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selection interviewers know how to ask questions that comply with 
affirmative action guidelines); they inform organization members about 
new regulations (they print explanations of new regulations in the 
newsletter); they lobby with government agencies and legislatures for 
favorable legislation (Feller and others estimate that about 80 percent 
of state legislators use lobbyists as important sources of information in 
considering legislation^). 

This chapter has described what organizational communication is 
by describing the activities of those who specialize in "doing" it. Even 
the simplest organization of cooperation is accomplished through or- 
ganizational communication. As organizations become more compli- 
cated, as they will in the 1980's, there will be an increasing need for 
those who have an understanding of communication sophisticated 
enough to take organizational positions in the doing and in the studying 
of working together. 
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The beginnings of decades are particularly appropriate times for 
charting where we have been and where we are going. This survey of 
pragmatic communication— "the study and practice of communication 
... to influence or facilitate decision making"^— focuses attention on the 
strategies necessary to cope with the dangers and opportunities t' t 
grow from the decade past. In society's decision-making institutions, 
the 60's and 70's were decades of social upheaval and cynicism, of 
Vietnam and Watergate. This mileau has produced a demand for a 
practical rhetoric that emphasizes personal effectiveness and institu- 
tional responsiveness in decision making. In education the past decade 
saw the final inr,:act of the post-war baby boom and the economic 
strains of budget constraint. The result is a shifting student population 
and a new pragmatism in evaluala\g education. The future of pragmatic 
communication will be forged from these influences. 

"iHE COMMUNITY AND THE CLASSROOM 

Demands for practical education will bring the community and the 
classroom closer during the 80's. The back-to-basics movement's focus 
on the skills that prepare the educated to contribute to society,^ the call 
for greater emphasis cn lifelong learning,^ and the growth of nontradi- 
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tional forms of career education, such as vocational training and the 
two-year college, offer unusual opportunities for expanding the prag- 
matic communication curriculum in the 80's. Proponents of practical 
education value the skills of reasoning and effective expression, which 
are the center of argumentation, public speaking, and persuasion. Revi- 
talized liberal arts concepts also stress the communicative skills. As a 
result the new practical students will Bnd courses in pragmatic ccmmu- 
nication airong the most attractive offered. 

These curricular opportunities come as a consequen :e not only of 
the emphasis on careers but also of the dramatic social changes of the 
last two decades that have profoundly influenced the situations for 
public advocacy. A great paradox of that era was that even while cyni- 
cism spread and faith in institutions diminished,'* the number of people 
actually involved in governmental decision making increased., especially 
at the local level. Citizens have becomf^ increasingly involved in com- 
munity planning, neighborhood governing structures, and small claims 
courts. Bom in the Vietnam protests, the environmental awakening, and 
the taxpayer revolts, citizen lobbies have created extensive new situa- 
tions that require persons with communication skills. These activities 
suggest the need for courses taught in the community focusing on 
parliamentary procedure, strategies and tactics for influencing decision- 
making structures, and the communication skills with which to build 
successful citizen involvement organizations. Supplementing traditional 
courses in lobbying, debating, effective discussion, and persuasion, this 
curriculum opens public forums for greater participation. 

Changes in classroom strategies should complement the expanded 
curriculum. The pragmatic communication classroom of the 80's should 
exploit the increasing awareness of communication in both business and 
government in order to provide opportunities for learning through in- 
volvement in the community. For example, a project that sends an 
architecture student into a neighborhood to sell her/his design for a 
neighborhood center will develop argumentative and persuasive skills 
in an atmosphere of excited involvement. Channeling a student's inter- 
est in a political candidate into a study of persuasion through participa- 
tion in a campaign will intensify learning. 

Of course, strategies such as these entail dangers. Most obviously, 
during a time when diminishing educational resources increase de- 
mands on teachers, the contact work and individual instruction neces- 
sary to implement such community involvement strategies multiply the 
burdens of time. In addition, exciting, but thin, courses too easily aban- 
don firm grounding in established theory for glamorous projects that 
contribute less to understanding. In addition, efforts to develop relevant 
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and situation-specific courses may lead iUe instructor too far afield into 
political strategy and legal elements in which expertise is limited. Sim- 
ply, the disciplined teacher who is employing a community-oriented 
approach grounded in sound teaching strategies will find pragmatic 
communication a particularly advantageous perspective with which to 
encounter the social and educational changes of the 80's. 

FORENSICS ACTIVITIES 

No strategy for teaching pragmatic communication has as long a 
history of distinction as school forensics. Teachers of speech communi- 
cation and their administrators should contemplate with care the mar- 
vels of forensics as an educational tool. It channels the ingrained Ameri- 
can love for competition into an energetic investigation of decision 
nnaking. It provides in the humanities and social sciences a laboratory 
for learning that has always been an advantage of the sciences and fine 
arts. The institutions developed for forensics competition — the tourna- 
ments, meets, or festivals — provide an intellectual community in the 
best sense of the word, where students have the benefit not only of close 
interaction with their instructor but also of the instructional resources 
of other schools. Is it any wonder that for generations this country's 
leaders have been molded by forensics? 

As the 70's passed, forensics activities remained healthy, but the 
visible trends in society and education demand thoughtful strategies for 
an evolving conception of forensics in the 80's. The National Develop- 
mental Conference on Forensics (NDCF) provided an excellent, realistic 
review of the state of the forensics art. Many of the suggestions of that 
conference acquire new urgency in a new decade. For example, the new 
emphasis on personal involvement and responsiveness in public deci- 
sion making provides greatly expanded opportunities for creative audi- 
ence forensics activities on subjects of local interest.^ Without intensive, 
preliminary skills preparation, the audience experience easily becomes 
mere exhibitionism; yet, the presence and reaction of the lay mind 
require communicability, a greater sense of feedback interaction, and 
persuasiveness— ikey skills in pragmatic communication. Such activities 
are also important resources to the community. Political debates have 
underlined the interest value generated by the competitive framework, 
and debate better illuminates the pro and con of issues than the 
strengths and weaknesses of political candidates. Other competitive 
forensics events also prepare students to knowledgeably inform the 
community on issues. 

Forensics also must address the changing character of today's stu- 




dent. The narrow conceptualization of f rensics encouraged by the visi- 
bility of the holistic tournament experience has contributed much to the 
image 'of forensics students as an intellectual elite fervently responding 
to demands for total commitment of time and effort. Today's student 
requires a program that recognizes a diversity of student goals, a limited 
commitment of time, and increasingly pragmatic concerns. Forensics 
educators may need to develop increased ability to teach isolated ta^'get 
skills through a diversity of activities.^ For example, the "Protagoras" 
tournament format, which offers presorted evidence on a topic ?n- 
nounced at the tournament, is a marvelous strategy for teaching ar- 
gumentation, organization, and refutation, even though it may fail to 
teacu the skills of research and advance preparation of subject matter. 
New events, such as the recent development of business skills meets, 
may also stimulate interest. 

To totally abandon the present activity structure of forensics for 
these new strategies would be a serious error; yet, certainly the increas- 
ingly critical evaluation of educational programs dem:;nds realistic ap- 
proaches to the future of competitive forensics. TVie most obvious dan- 
ger is the Bnanciai crisis in education. School boards, caught between 
declining enrollments and taxpayer resistance, are forced to cut costs 
wherever possible. Colleges and universities face much the same fate as 
a result of the new governmental mood and the sagging economy. Upon 
surface examination, the staggering per-student cost of competitive 
forensics, when compared to that of classroom instruction, tags foren- 
sics as a convenient target for economy.^ Meanwhile gasoline rationing 
and soaring energy costs continually threaten the continuation of trans- 
portation-intensive tournament forensics. 

The pragmatic problems of educational finance create an even more 
serious problem — pressure on faculty. School boards faced with layoffs 
often consider speech communication to be a subject easily taught by 
English or drama instructors.* Colleges and universities demand more 
^nd more from their faculty for tenure and promotion, most often 
publication of research, and, in the process, ihey ui?dervalue forensics.^ 
As a result, forensics programs are often assigned to directors with 
nonacademic credentials, nonspeech backgrounds, or nonprofessorial 
ranks. Within forensics a tenuous dialectic has always existed between 
competition's natural inducement to gamesmanship and the educational 
goals induced most effectively by the academic conscience of profe^ 
sional forensics educators. Programs in which the director lacks creden- 
tials, background, or rank can too easily, lose a healthy balance. The 
source of weakened cocxirricular orientation is most often no* the people 
involved but rather an institutional structure that ceases to provide the 
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support and direction of the profession. Typical examples throughout 
the country indicate that even though forensics programs removed from 
the aegis of a full-time teacher of speech communication may remain 
temporarily competitive, they face diminished strength or even even- 
tual elimination. 

Few educational programs have shown more potential wisdom and 
foresight in meeting these pressures than has forensics. First, pragma- 
tism in evaluation emphasizes results, and fo/ensics educators must 
publicize and express pride in their success in training leaders. The 
pervasiveness of former forensics participants in positions of leadership 
in society demonstrates an influence that other programs under fire 
should envy.^° Second, forensics must stress the centrality of excellence 
in the activity. To administrators facing declining enrollments, the rhet- 
oric of excellence is increasingly important. To students facing larger 
and less demanding classes, excellence marks forensics as exceptional. 
Few activities are as attuned to excellence in goals, structure, and evalu- 
ation as forensics. Third, forensics educators must recognize that broad 
academic support for the activity best prepares a program for pragmatic 
evaluation. If forensics is to survive and grow, it must be an open 
community inviting feedback and suggestion, informing others of its 
goals and achievemen*^ "^'i opening its events to professional col- 
leagues, administrators, ) .>d the public. This may requii^ riducating 
the faculty and administrators on the aims of forensics and, frankly, 
even making some compromises in the conduct, objectives, and control 
of the forensics program. But forensics will not survive in educational 
systems organized as they ^ now without dep^i imental and adminis- 
trative support. Forensics programs provide departments and schools 
with positive publicity, an invaluable laboratory for cocurricular learn- 
ing, and an attraction for the brightest students in the school. Depart- 
ments and schools must provide the forensics program with the support 
needed in terms of time, money, and political pressure to help the 
programs and their directors advance.^^ 

Few activities should be as well attuned to a more pragmatic decade 
as forensics. If forensics educators creatively address the changes in 
social and educational institutions, they will maintain the strength of 
present competitive forensics activities while adopting new outlets for 
forensics' demonstrated power to teach skills of leadership. 

RESEARCH 

As changes in society turn the attention of researchers to a wider 
variety of decision-making situations and as today's student demands 
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a greitet understanding of the pragmatic communication process, re- 
searchers seek to deepen their own understanding of how humans use 
langu. v:e to negotiate and influence decisions. Consideration of the 
potential for meeting these opportunities must begin with the realiza- 
tion that no overall paradigm has united pragmatic commY::.nication 
research in the past. Argumentation research has focused largely on 
logic, recent forensics research on decision models, political communi- 
cation research on media influences, and persuasion research on atti- 
tudes and psychosocial processes. Even these generalizations are ques- 
tionable descriptions of fragmented studies. There is evidence of a 
paradigm emerging to organize research centers around several assump- 
tions that spring from the nature of pragmatic communication: 

1. Humans choose. Human beings face situations in their everyday 
experience that present alternative possibilities for interpreta- 
tion and action, and in which humans have the power to choose. 

2. Human choice is social. Each choice involves a sociocultural context, 
an effort to acquire social verification of choice, and a coordina- 
tion of effort, 

3. The social choice process is symbolic Communication is the dialectic for 
negotiating interpretations and adapting action to situations and 



Two images emerge from this set of assumptions: one holistic — 
society is developing institutions that facilitate sound choices in rela- 
tively stable patterns of cultural influence; and one contextual — humans 
are urging theii* choices upon others through communication. The ap- 
proach to understanding the obvious complexity in these images will 
govern research. As the 70's closed, several lines of inquiry proceeded. 
One approach, for example, argues that rhetoric is epistemic, that prag- 
matic communication skills help us decide as symbol exchange orients 
us to a social knowledge and, thus, a decision.^ ^ Analyses of political 
and sociocultural decisions seek to reveal the ways in which the struc- 
ture and style of language facilitate the decision-making process.^"* 
Other studies view argument as rule-governed, natural human behavior 
rather than as formal logic or as an institutional activity. The approach 
develops the rules, structure, and typology of reason-giving situa- 
tions.^^ 

Research may continue to be generally descriptive until an emerg- 
ing paradigm clarifies the complexity. In addition, situational research 
that generalizes more narrowly — to political campaigns, to everyday 
conversational argument, to debates — ^will continue. Research methods 



society. 
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will continue to range from historical to critical to theoretical to field 
research, We should expect pragmatic communication research to focus 
clearly on the human uses of communication. The interests of the field 
and the pragmatic needs of the moment encourage the generation of 
applicable knowledge on the impact of strategies — whether political 
communication research aimed at a more effective campaign strategy, 
conflict research aimed at more peaceful decision processes, or forensics 
research aimed at evaluating educational strategy. 

CONCLUSION 

Peering into the past and future transforms our conceptualization 
of the present. A moment of decision (which is, after all, the moment 
for which pragmatic communication should prepare us) becomes a seiz- 
ing of the past's potential development to mold the future. Our past is 
not without its social and educational crises, but creative approaches to 
the 80's can prepare the pragmatic communication teacher for a fruitful 
decade. When the Chinese symbols for "opportunity" and "danger" are 
combined as a single symbol, it may be translated as "crisis." The crisis 
of the 70's presented us with a student population and a subject matter 
that creative teachers will mold into opportunity rather than danger. 
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That which we term public address or public speaking oi public communica- 
tion represents an aggregate of skills that integrate and ultimately for- 
ward the interests of a culture. The prefix com- (from the Latin cum 
meaning "with") ar\d munus (referring to a service performed for the 
society) are combined in our word communication — the idea of sharing 
experience publicly for the common good. We are concerned herein 
with the study of the efforts of some individuals, usually in communica- 
tive forms called speeches (but also in pamphlets, position papers, televi- 
sion commercials, etc), to affect the beliefs, attitudes, values, and 
behaviors of the many in self-serving or socially beneficial manners. 

Public address conjures \xp both positive and negative associations. 
Negatively, we often link the phrase with windy oratory, "mere" rheto- 
ric, and knots in our stomachs when we rise "to say a few words" at 
city council meetings. More positively, we recreate visions of Winston 
Churchill's "blood sweat, and tears," John Kennedy's "New Frontier," 
and Martin Luther King, Jr,'s "dream," Public address, though abused 
by some, is a primary mode of communication for achieving social 
cohesion, social change, and common cultural purpose. It is operative 
not only on the grand ceremonial occasions, as when Presidents address 
Congress, the public, and the world via television, but also when people 
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teach crafts at senior citizens' centers, offer opinions at school board 
meetings, engage in collective bargaining, and urge others to vote on the 
second Tuesday in November. 

Public speaking, public communicaHon, publh uddress — these terms share a 
common referent; yet, they imply three rather different perspectives 
from which to examine public talk: 

1. Public speaking, to most, connotes an interest in message buildin^ 
on the part of the individual, especially when that person must 
construct a "speech/' From this perspective, one normally dis- 
cusses speakers, hearers, types of speeches, supporting materials, central 
ideas and theses, introductions and conclusions, organizational patterns, ver- 
bal and nonverbal delivery skills, and the like. Those who talk about 
public speaking tend to view such phenomena as comprising a 
personal act, something one "does" in front of others. 

2. Public communicatfon is associa ted with investigations of the so- 
cial-psychological-symbolic processes that enable one person 
to share beliefs, attitudes, value^j, and perferred actions with 
others. It is imbedded in a vocabulary — sender or source, receive ', 
messages, channels, feedback, verbal and nonverbal symbols, psychological 
predispositions — that reflects the interactional or transactional aspects of 
symbolic exchanges between persons. It is a perspective appli- 
cable nut only to formal speeches but also to television com- 
mercials, radio call-in shows, exchanges in magazines, window 
displays, billboards, and so on. It tends to be more receiver- 
oriented than the public speaking perspective, at least com- 
paratively. 

3. Public address calls forth images of impassioned and eloquent 
orators formally exhorting a society during critical moments in 
the culture's history. One often discusses public address in 
terms of speakers' roles (politic ians/clergy/agita tors), types or 
genres of talk (inaugural addresses/ sermons/ conciliatory rheto- 
ric)., styles of discourse (17th-century style/British campaign 
oratory /Ciceronian forms), and characterizations of collective audi- 
ences (middle-class blacks/members of the National Rifle As- 
sociation/PresbytOTans). Those who analyze public address 
usually see speeches as institutionalized rhetorical acts or transactions 
between and among social units. 

If these characterizations and vocabularies capture three distinct 
contexts from which to view public discoursing, then it follows that, 
educationally, we really have three sets of communication-related 
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skills. 1 he sets cf skills are interrelated because they all comprehend 
"public talk"; yet, they are discrete in that they emphasize relatively 
distinct aspects of speaking. We may term these sel5 message-generating, 
message-consumption, and mt-ssage-analysis skills: Teachers of public speaking 
tend to focub on techniques for constructing messages, teachers of pub- 
lic communication on ways we react to nmessages from different chan- 
nels, and teachers of public address on methods for analyzing and 
evaluating speeches and their effects upon society. Ideally, of ourse, a 
speech communication teacher should be working on all three sets of 
skills. But let us examine one set at a time. 

MESSAGE-GENERATING SKILLS 

The art of teaching people how to construct speeches, we assume, 
has been practiced at least since the 5th century B.C., when two ' iietori- 
cians (Corax and Tisias of Syracuse) prepared handbooks to help land- 
owning clients reclaim familial property following a major revolution in 
the Greek city states. Concern for skills in public speaking has remained 
unabated through the centuries, and even today, survey after survey 
reveals that people want educational curriculums that include training 
in speechmaking. We can conveniently group such skills under three 
heads: 

Preperformance Skills 

1. Selecting a general purpose (to inform, persuade, inspire, move 
to action) 

2. Phrasing a specific purpose (to tell audience x about y, etc.) 

3. Analyzing the audience's demographic characteristics (age, sex, 
group memberships, ethnic background) and internal beliefs, 
attitudes, and values relative to a topic, so as to better adapt the 
speech to them 

4. Searching for material relevant to the speech's purpose, thesis, 
or central idea and its audience 

5. Organizing the material into a coherent pattern 

6. Preparing both an introduction that heightens the speaker's 
credibility, gains attention, and orients the audience, and a 
conclusion that summarizes the material and offers additional 
inducement 

7. Wording key concepts in the speech purposively and effec- 
tively 
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8. Practicing the speech to gain confidence and oral-behavioral 
control ever the material 

Perfonnance Skills 

1. Delivering the speech in an oral style (linguistic skills) 

2. Taking care that pronunciation, loudness, rate, and vocal vari- 
ety reinforce the meaning of ideas and the emotional atmo- 
sphere sought (paralinguistic skills) 

3. Standing and moving so as to communicate accurately the 
speaker's attitudes toward self, the topic, and others (proxemic 
skills) 

4. Using appropriate facial expressions and gestures (kinesic 
skills) 

5. Employing visual aids when appropriate (visualizing skills). 

Postperfonnance Skills 

1. Examining one's own reactions to speaking after having done 
it (self-evaluation) 

2. Diagnosing the feedback to one's performance (others-evalua- 
tion). 

These three lists include only the most general message-generating 
skills. Each, in turn, can be cast into specific instructional objectives. So, 
for example, performance skill 2 can be subdivided, with the aid of 
taxonomies of objectives,^ into skills in the cogniHve domain (e.g., distin- 
guishing between formal and informal pronunciation patterns), the affective 
domain (e.g., reporting personal preferences for formal or informal pat- 
terns), and the psychomolorJomain (e.g., recreating vocally the forma! and 
informal patterns). 

MESSAGE-CONSUMPTION SKILLS 

Ever since Isocrates wrote Against the Sophists (c. 390 B.C.), teachers 
of speech communication have agonized over the effects and ethics of 
public talk. The same is true today. Shortly after the words communication 
and process came into vogue following World War II/ "listening" experts 
sprang up. Some scholars— e.g., Ralph NicHols and Leonard Stevens — 
were concerned primarily with accurate listening, but soon writers such 
as Marshall McLuhan (The Mechanical BndeJ and Vance Packard (The 
Hidden Persuaders) were preaching the gospel of defensive or critical lis- 
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tening. All soon agreed that listening is not a passive activity; message 
consumption involves not only comprehension (receivir g and attending 
to a message) but also interpretation (assigning meaning to a message) 
and evaluation (reacting to a message). We, therefore, ought to be 
teachir ^; three sets of listening skills. 

Comprehension Skills 

1. Understanding the central idea or thesis of a message 

2. Identifying the ideas, arguments, and materials that support 
the assertions 

3. Enumerating the main segments of a message, along with the 
various linguistic and nonverbal signposts that indicate intel- 
lectual movement, change, or interrelationships among ideas. 

Interpretation Skills 

1. Forming an image of the source's "self" (trustworthy/dy- 
namic/competent/involved/detached) 

2. Detecting the message's emotional thrust (urgent/fearful/en- 
tertaining/ironic/paradoxical) 

3. Specifying the suitability of the message to the channels (face- 
to-face/print/electronic/iconic), the occasion, the subject mat- 
ter, and the receivers. 

Evaluation Skills 

1. Testing the adequacy of the proof or support offered for asser- 
tions 

2. Checking the reasoning for formal and informal fallacies 

3. i\ssessing the source's intents and ethical posture 

4. Deciding how much of the message to accept or reject. 
These are only the most general skills categories, and, of course, 

these domains, too, can be subdivided with the help of more specific 
instructional objectives.^ And we believe that students must exercise 
these skills in the consumption of not only oral messages but also print 
and nonprint messages (ads, billboards, newspapers, TV, radio, and the 
like). 
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MESSAGE-ANALYSIS SKILLS 

From critical listening it is but a short step to more formal analyses 
of the worlds of politics, religion, social agitation, self-help movements, 
investigative reporting, judicial proceedings, and international sabre 
rattling. Because public address remains vital in times of war and peace, 
it deserves systematic examination by students. 

Whether one is attempting to measure the effects of oratory, to 
explore the uses of ideological language by demagogues, to classify 
speeches and broadcasts into genres so as to understand tradition and 
ceremony in public address, or to plumb the core of social identity to 
be found in great speeches, one always needs particular skills to be an 
effective historian or critic. 

Research Skills 

1. Finding accurate texts of speeches and video- or audiotapes of 
other artifacts 

2. Using newspaper accounts, biographies, and memoirs; votes 
recorded in official proceedings; public opinion polls; etc., to 
assess the effects of public messages 

3. Conducting interviews and surveys to investigate systemati- 
cally reactions to messages 

4. Dissecting model critical essays to discover ways of recording 
one's ideas and reactions. 

Analytical Skills 

1. Determining speakers' purposes, attitudes toward the audi- 
ence/situation/topic, e^-hical constraints, and self-conceptions 

2. Classifying arguments, metaphors, valuative appeals, and so 
forth in systematic ways 

3. Finding ways to relate what is discovered within the message 
to any psychological or sociological models available in order 
to account for effects, cultural significations, institutional 
changes, and the like that one is interested in. 

Writing SkiUs 

1. Understanding the purposes or functions of historical and criti- 
cal writing 
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2. Translating one's own writing purposes into established for- 
mats or models for historical and critical essays 

3. Discovering evidence for one's critical claims 

4. Gaining a sense of the vocabulary, essay structures, footnote 
forms, and the like that are habitually used in historical and 
critical writing 

5. Finding one's "voice" in essays and research papers. 
Obviously, we here are treating relatively sophisticated skills. Yet, 

the notion that students of all ages should be taught, speciHcally and 
systematically, to deal with public address, which ultimately governs their 
lives and environment, must be underscored. To ignore public talk is to 
leave students uninformed and unarmed. 

PUBUC ADDRESS IN THE 80'S 

Thanks to Title II of the 1978 Elementary and Secondary Education 
Act and the growing sensitivity to the need for adequate language arts 
education at all levels, the sets of skills we have reviewed herein are now 
being recognized as crucial. Students must learn not only how to read 
and write but also how to talk, listen, and analyze effectively. As we 
upgrade teacher preparation— through more rigorous certification re- 
quirements, summer institutes and workshops, and in-service training 
sessions the study of public address will achieve renewed sophistica- 
tion in the 80's: 

1. Language Arts Resource Specialists (LARS personnel) will de- 
velop programs for oral as well as written language training in 
both elementary and secondary educational institutions. 

2" Listening, particularly, will receive primary emphasis at all lev- 
els of education. 

3. While training in speechmaking will occur primarily in second- 
ary and college educational institutions, rudimentary message 
generation will be featured in elementary programs. "Show and 
tell" will be replaced with oral report assignments in elemen- 
tary social studies, science, music, and literature units. 

4. With the increasing availability of videotape resources, mes- 
sage-analysis training will expand. As a growing number of 
prepackaged television vievang services is available to second- 
ary teachers, especially, television specials and regular priy- 



» 116 



grams should provide materials to use in teaching students to 
criticize and evaluate rhetorical messages. 

The ability to talk — to use symbols purposively — has been vital to 
the emergence of our planet's various cultures. Education in the 80's will 
have to reflect a determination to prepare the young for lives of public 
self-fulfillment and service. 
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Into Practice) series.] A booklet designed to aid high school and college instructors in 
designing and teaching units or courses in five types of listening— appreciative, dis- 
criminative, comprehensive, therapeutic, and critical. Includes 38 exercises with objec- 
tives, instructions, discussion questions, and bibliography. 
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CHAPTER 15 



Rhetorical Theory: Indications for the Future 



Students of rhetoric examine the art of using symbols; more partic- 
ularly, they look at how, why, and to what effect persons use and create 
symbols. They study language as addressed to others, as adapted to be 
intelligible and appealing, and as structured to justify ends and means 
in terms of cultural values. In contrast to the sciences and philosophy, 
which strive to create abstract statements that will apply regardless of 
particular persons in particular circumstances, the concern of rhetoric is 
with social truths that are created and validated by people. Thus, stu- 
dents of rhetoric must consider all of the means by which symbols are 
used to create social truths. 

As a field of study or an area oi expertise, rhetoric presumes that 
symbolic acts can be scrutinized usefully as distinct phenomena. As a 
discipline, rhetoric is the record of past efforts to understand symbols, 
and it generates theories explaining symbolic acts, a lexicon of terms for 
central concepts and processes, and experimentation and criticism to 
test and to refine theory and practice. 

A theory embodies the knowledge gathered and systematically 
structured by experienced observers in terms of interrelated assump- 
tions or principles so thai it can be used to analyze and/or explain a 
distinct set of phenomena. A fully developed rhetorical theory capable 
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of accounting for relevant symbolic action must include the following: 
(1) a human ontology explaining how and why people are capable of 
and subject to persuasion, (2) an epistemology describing the role of 
symbols in the processes by which truths are created and/or discovered, 
and (3) an axiology indicating the standards by which rhetorical acts can 
be judged. These elements are essential because rhetorical theory must 
explain how influence is possible, define the relationship between sym- 
bolic and nonsymbolic reality, and delineate principles for understand- 
ing and evaluating the role of symbolic acts in social decision making. 
Theorizing has emphasized human ontology, with particular concern 
for the rhetorical potential implicit in the rational capacities and psy- 
cho-physiological needs of humans. 

Contemporary scholarship has focused its attention on unearthing 
the presuppositions underlying major perspectives on rhetoric. The 
dominant theory, derived from Aristotle, has been extensively analyzed 
and criticized. The theories derived from the various psychological 
schools have also been described and analyzed. In addition, some rhe- 
torical theorists have posited alternative perspectives, frequently gener- 
ated as a result of the ideas found in works of modem philosophers and 
literary scholars. That rhetorical theory is in a period of transition is 
signalled by the close scrutiny of existing theories and by attempts to 
generate new perspectives. Major developments that may be expected 
to influence rhetorical theory in the 1980's are indicated below. 

In contrast to earlier periods in which theory emphasized the rhe- 
tor, the audience, and the occasion as discrete, co-equal categories, 
contemporary theory focuses on the symbolic act. This shift is evi- 
denced by an increasing interest in rhetorical criticism and by the devel- 
opment of discourse analysis, speech act theory, and ethnographic 
methodology. It is also reflected in the growing importance of ai/matis- 
tic and phenomenological approaches to rhetoric and of constructivistic 
approaches to the study of symbolic acts. Since dramatism treats lan- 
guage as a mode of action rather than as a means of transmitting infor- 
mation, and since phenomenology emphasizes the role of human sym- 
bolizing in the construction of reality, they are particularly suited to 
theorizing that focuses on messages. Dramatistic studies presume the 
integrated character of the act, the actor, the context, the symbolic 
mediirm, and the function of the act. Phenomenology presumes interre- 
lationships among the actor, the act, the symbol, and nonsymbolic 
reality. TTius, both have received increasing attention because they rec- 
ognize the complexity of symbolic action. 

In an attempt to define an epistemology appropriate to rhetoric, 
contemporary yhetorical theorists have explored the rhetorical character 




of social knowledge. This development has been buttressed by recent 
scientific data corroborating the contingent character of all knowledge 
and the impact of the observer on what is observed. Theory has also 
probed the relationships between ideology or world view and concepts 
of knowledge, and among the character of the agent or source and the 
meaning of a message and the claims that it makes. Special efforts have 
been made to define the nature of argument and the conditions under 
which it can occur, and to ascertain the degree to which arguments are 
field-dependent or vary according to function. Generally, rhetoric based 
on a priori concepts of truth has been compared and contrasted to 
rhetoric based on concepts of knowledge as socially constructed or 
created. 

Whereas past theory was pre-eminently meant to explain individ- 
ual symbolic acts, the concern of contemporary theory has shifted to- 
ward the study of movements, campaigns, and genres. This shift reflev^ts 
a recognitioVi of the complexity of symbolic action and a desire vo 
develop theory accounting for patterns of discourse that persist over 
time and for conventions, established by prior rhetoric, that influence 
subsequent rhetorical action. In developing a theory of movements, 
campaigns, and genres, contemporary theorists have explored the inter- 
relationships among issues, lines of argument, stylistic conventions, and 
situations that shape and constrain symbolic strategies. Studies of 
movements and genres have probed recurrent forms and broadened 
comprehension of the kinds of purposes of symbolic action. They have 
also impelled efforts to understand such nondiscursive symbolic forms 
as confrontative rhetorical acts and such apparently self-defeating acts 
as the diatribe. 

The work of intellectual historians such as Walter Ong has spurred 
theorists to consider how concepts of rhetoric are altered by time and 
culture, and how the nature of symbolic action and its functions are 
transformed by shifts in the dominant medium of communication. 
Closely related to such efforts is a recognition that what has been called 
rhetorical theory is Western, Greco-Roman theory, and that this theory 
needs to be supplemented and refined by non-Western perspectives 
such as those emanating from Arabic, Oriental, and American Indian 
cultures, among others. 

Efforts have been made to clarify, extend, and modify the rhetorical 
lexicon. Yet the canon of style, particularly metaphor, requires addi- 
tional study to define the character and assess the impact of aesthetic, 
nondiscursive, nonpropositional rhetorical strate.gies. Despite eftorts to 
study the nature of meaning, further study of metacommunication — 
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i.e., framing, double binds, and stD forth — is needed. The canon of dispo- 
sition has received only sporadic contemporary analysis, and our under- 
standing of structure remains rudimentary The concepts of "the peo- 
ple" and of "the universal audience" have refined the traditional notion 
of the audience as passive to include the notion of the audience both 
as a potential agent of change that, indeed, may be created by the 
discourse, and as a shifting entity that alters over time and is subdivided 
differently by public discourses. 

The synthetic theorizing of Northrop Frye, Kenneth Burke, and 
Ernst Cassirer suggests that an encompassing and unifying rhetorical 
theory can be developed to account for highly disparate symbolic 
acts. Such theory also suggests the continuing importance of the con- 
cepts of form, archetype, and myth in scholarship on the human use of 
symbols. 

It is probable that an increasing number of messages in the 1980's 
will emanate from impersonal and institutional sources, and such mes- 
sages will force refinement or alteration of the concepts of character and 
credibility. More and more messages will be transmitted by mass media 
and shaped by technological advances such as two-way cable, video- 
phones, and the like. Communication in the classroom will be trans- 
formed. Two-way communication between distant locations can link a 
class in New York to a class in Tucson, or connect a Spanish-speaking 
teacher to Hispanic children throughout a school system. Theory will 
have to be developed to account for these phenomena as well as for 
ostensibly "personal" computer-created messages selectively addressed 
to mass audiences. Such theory will have to account for personalized 
direct maii advertising and also for student-tailored interactional com- 
puter programs that will be used to teach such basic skills as reading and 
mathematics and to facilitate recall in such courses as histoiy and geog- 
raphy. 

In addition, those who will be developing future rhetorical theory 
must consider the changing qualities of the dominant mass medium — 
television — and must account for its special rhetorical use of visual 
symbols, the definition of time that it enforces, and the rhetorical con- 
ventions it imposes on both televised and non televised messages. For 
example, television creates expectations in audiences that messages will 
be simple rather than complex, that they will be of a predictable length, 
and that they will be filled with dramatic but resolvable conflicts. Fi- 
nally, rhetorical theorists will need to examine how public messages, 
transmitted and shaped by the mass media, influence the symbolic acts 
within families and communities. 
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During the early years of American education, the ability to speak 
articiilately and persuasively was viewed as a basic part of one's educa- 
tion. Eighteenth century classrooms were dominated by speech activi- 
ties including lectures, recitations, declamations, debates, and dramatic 
dialogues. Dtuing the nineteenth century, discussion and conversation 
surfaced, precursors to the broader and more functional speech activities 
appearing in modem curriculums. Teachers understood that skills in 
selecting, organizing, and presenting ideas to influence an audience had 
to be learned just as systematically as the skills of reading and writing. 

Unfortunately, the view of oral conununication as basic to each 
student's education declined during the first half of the twentieth cen- 
tury; its status became primarily that of an elective Oi uti extracurricular 
activity in the English curriculum. The rise of silent reading h\ the 
nineteenth century and an emphasis on literature and composition con- 
tributed to the twentieth century educators' perceptions of the "speech 
arts" as airricular frills. 

Notably, at the same time when many English teacliers and other 
educators were de-emphasizing oral communication, a small group of 
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educators continued to study and teach speech communication and to 
foster a separate and expanding discipline. During the 1950's, speech 
researchers and educators began to emphasize the interactive nature of 
the speaking and listening processes. As more was learned about the 
complexities of communication, enthusiasm lessened for speech as a . 
behavior to be rehearsed for the acquisition of trophies. Researchers and 
educators focused on the receiver in the process of communication, and 
oral communication instruction began to emphasize speaking and lis- 
tening as everyday communicative acts. The study of nonverbal com- 
munication (e.g., facial expression, use of space, vocal cues, etc.) by 
social scientists also added new dimensions to oral communication in- 
struction. Recent curriculums also reflect the belief that people need to 
develop their speaking and listening abilities for many situations: for 
example, one-to-one contexts (conversing, counseling, interviewing, 
etc.), small-group contexts (for accomplishing tasks, problem solving, 
etc.), one-to-large-group or public communication contexts, and me- 
diated contexts (where critical listening and viewing behaviors become 
increasingly important). 

Even today, however, there are two conflicting trends that affect 
our profession. On the one hand, there is a reluctance to accept the 
notion that oral communication instruction is necessary for all students 
and that resources need to be provided to implement programs. On the 
other hand, there is growing support for oral communication as a critical 
part of one's basic education. 

Supporting the first trend is the reality of current school programs. 
While most educators acknowledge th --^portance of such education, 
most students with "normal" speech develor-nent receive little formal 
training in speech communication after age six. Because children enter 
school using the oral code (unlike their use of the written code), the 
myth persists that further education in the skills of speaking and listen- 
ing is unnecessary. Recent data from the National Center for Educa- 
tional Statistics indicate that, at best, only 65 percent of senior high 
schools offer identifiable speech communication courses. Of these 
schools, very few require speech courses for graduation. Speaking and 
listening skills still are taught predominantly in the context of English 
electives, mainly for the "elite" who already perform well in oral com- 
munication activities. At the elementary level, such instruction is either 
fortuitous, contingent upon the teacher's training and interests, or tar- 
geted for students with communication disorders in the context of 
special education. 

This dismal picture is counterbalanced by the growing awareness 
that oral communication is central to an individual's academic, career, 
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and personal success. Research evidence increasingly points to the cen- 
trality of oral communication competencies in the development of read- 
ing and writing skiils, as well as in achievement in other areas of the 
curriculum. Numerous f« idies also support the need for such skills as 
effective speaking and conference leadership among top and middle 
management personnel. In addition to courses in public speaking, which 
have long been part of many industries' educational programs, there is 
an increasing emphasis on listening instruction to prevent communica- 
tion breakdowns. 

In response to these needs and in recognition of the importance of 
oral communication in educational programs, some state education 
agencies are beginning to revise their cleBnitions of literacy to include 
abilities in oral communication. More importantly, in 1978, Congress 
revised the National Reading Act and passed the Basic Skills ProBciency 
Act (Elementary and Secondary Education Act, Title II), expanding the 
view of basic skills to include reading, mathematics, and effective com- 
munication, both written and oral. As speech communication educators, 
we applaud the wisdom of our legislators, but we also recognize the 
increased demands placed on us to provide curricular resources, staff 
development programs, and assessment models in oral communication 
for state and local education agencies. 

The reaffirmation of oral communication as a basic skill in the 
education of all pupils in the 1980's presents challenges not faced by our 
eighteenth century counterparts. Specifically, the teacher of speech 
communication will be challenged by three influences: (1) a holistic 
movement in instruction; (2) accelerating societal complexities and 
technological advances; and (3) changing learning environments. 

ESEA Title II legislation and regulations purposely did not define 
the basic skills beyond the broad categories of reading, mathematics, 
and effective communication, both written and oral — leaving specific 
definitions to the professional communities and to the national oigani- 
zations. These agencies, in turn, are assisting teachers, administrators, 
and officials of state departments of education in designing «*(fective 
programs which integrate basic skills with the content areas. Impor- 
tantly, the national organizations representing each of the basic skills 
disciplines have rejected the "minimal" notion of "basics," as evidenced 
by the dearth of materials prepared for their members in response to the 
ESEA Title II legislation. 

For oral communication, the Speech Communication Association 
(SCA), along with the American Speech-Language-Hearihg Association 
(ASHA), has developed Standards for Effective Oral Communication Programs^ 
as guidelines for teachers and administrators who are developing and/or 
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evaluating their programs. Within these Standards, the definition of oral 
communication reflects the current empha iis in communication educa- 
tion. Thus, oral communication is defined as the process of interacting 
through heard and spoken messages in a variety of situations. Effective 
oral communication is a learned behavior, involving the following pro- 
cesses: 

1. Speaking in a variety of educaHonal and social sihdations. Speaking in- 
volves, but is not limited to, arranging and producing messages 
through the use of voice, articulation, vocabulary, syntax, and 
nonverbal cues (e.g., gesture, facial expression, vocal cues) ap- 
propriate to the speaker and listeners. 

2. Listening in a variety of educational and social situations. Listening in- 
volves, but is not limited to, hearing, perceiving, discriminat- 
ing, interpreting, synthesizing, evaluating, organizing, and 
remembering infonnation from verbal and nonverbal mes- 
sages. 

While the Standards emphasize systemic instruction in oral commu- 
nication in a well-defined portion of the curriculum, they also stress 
integration of communication competencies with other academic areas. 
This integrated, holistic approach has been reinforced in a recent docu- 
ment, the Essentials of Education, developed and supported by a brge 
number of educational and administrative organizations (including 
SCA)..As stated in the Essentials document: 

The interdependence of skills and content is the central concept of 
the essentials of education. Skills and abilities do not grow in 
isolation from content. In all subjects, students develop skills in 
using language and other symbol systems; they develop the ability 
to reason; they undergo experiences that leed to emotional and 
social maturity. Students master these skills and abilities through 
observing, listening, reading, talking, and writing about science, 
mathematics, history and the social sciences, the arts and othe;* 
aspects of our intellectual, social and cultural heritage. As they 
learn about their world and its heritage they necessarily deepen 
their skills in language and reasoning and acquire the basis for 
emotional, aesthetic and social growth.^ 

As teachers of the 1980's and the 1990's, we will be challenged to 
become more creative, not only in integrating skills with content areas 
but also in adapting to accelerating sodetr.l comphxities and technological 
advances. While we may be amazed by the current low-cost portable 
computers, calculators, and microprocessors, in 10 years educational 
technology (including noncomputer linked, home-based television pro- 
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gramming and ^sophisticated computor-assisted instruction) will be 
"three times as productive at one-half the cost/'^ 

Thus, we must be not only especially competent communicators 
and teachers of speech communication but also consultants to all teach- 
ers in utilizing the basic skills in all content areas. For example, we must 
begin preparing ourselves, our colleagues, and our students to cope with 
the rapid technological advances and possible elimination (or at least 
limitation) of interpersonal contact. Perhaps more challenging is the 
threat of increased propaganda disguised as educational programming. 

The new decade may reveal that our definitions of communication 
competence are inaccurate, or at least that they require revision. Per- 
haps, as Christopher J. Dede suggests, nev/ types of communication 
skills will be needed when using a machine as an intermediary: 

... we may see innovative communications styles that will allow 
us to be person oriented and effective even when sending messages 
via the computer or television.* 

Along with low-cost and innovative instructional technology, cur- 
rent population and immigration statistics indicate rapidly shifting popula- 
tions among student groups. We can expect large increases in non- 
English-speaking and mainstreamed students at both the elementary 
and the secondary levels. In addition, the emphasis on life-long learning 
will require instructional communication behaviors adaptable to a vari- 
ety of learners. 

This is our challenge foi the 80's. As speech communication pro- 
fessionals, we need to recognize our new roles and responsibilities, 
and to mobilize our efforts at both the elementary and the secondary 
levels. 

At the elementary level, in addition to those teachers who identify 
and remediate communication disoiders, we must have specialists who 
can assist basic skills and content teachers in strengthening their stu- 
dents' communication skills by developing and demonstrating appro- 
priate instruction and assessment procedures; assist colleagues in. solv- 
ing communication problems, particularly in multicultural and 
mainstreamed special education classrooms; and assist teachers, parents, 
and administrators in recognizing the importance of oral communica- 
tion instruction to the child's further social and academic development. 

At the secondary level, the demands for basic instruction and inte- 
gration will' be even greater. The Youth Employment and Demonstrar 
tion Act focuses on support for the basic education of disadvantaged 
high school students. Along with the disadvantaged, the gifted and the 
handicapped will require specialized classroom communication strate- 



gies. Harold G. Shane, in Curriculum Change Toward the 2Jsi Century, empha- 
sized the priority for all students to be ^ble to use "language without 
ambiguity and with an understanding of the ways in which messages 
influence the attitudes and mediate the behaviors of others."^ 

To be prepared for changing enrollments, increased technology, 
and instructional staff needs, speech communication specialists at the 
secondary level must do the following: (1) assist colleagues in other 
disciplines in understanding communication concepts and in integrating 
effective communication strategies into classroom instruction; (2) assist 
colleagues and students in coping with a changing technological society, 
and ensure effective communication experiences for all; and (3) develop 
and implement speech communication, theatre, and mass communica- 
tion programs m educational and community settings. 

These new roles will require new perceptions of ourselves as teach- 
ers, including the recognition of ourselves as consultants/resource per- 
sons, participant researchers, child advocates, and active professionals, 
interacting not only with individuals in our local school and community 
but also with local and state government and education waders. As 
experts in oral communication, v^e will be called upon for our recom- 
mendations regarding a myriad of communication-related activities — 
and we need to be prepared. 

There are a variety of resources that will help prepare speech com- 
munication professionals for their new roles and responsibilities in the 
1980's and help meet the demands of local, state, and federal initiatives 
in basic skills. Along with graduate courses in comniunication, continu- 
ing education and professional development can accne through active 
participation in national, regional, and state associations. 

Currently, the Speech Communic:ition Association (SCA), the na- 
tional organization for teachers of speech communication, is directing 
major attention to communication skills development and assessment. 
In cooperation with other organizations, SCA has sponsored* a number 
of projects and developed a ^-ariety of resource materials related to oral 
communication competence, including approaches to teaching oral 
communication at all levels; standards for effective oral communication 
programs at the elementary and secondary levels, and criteria for evalu- 
ating instruments that assess oral communication competence, 

SCA is also disseminating a Resource Packet, entitled Resources for 
Assessmeni in CommunicaHon,^ which includes a listing of consultants in 
communication and a selected annotated bibliography on Assessment of 
Basic Oral Communication Skills. The SCA also sponsors conferences, short 
courses, journals, newsletters, and numerous publications to assist 
professionals concerned with oral communication. 
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In addition to the Speech Communication Association, there are 
other professional communication organizations that provide relevant 
educational and professional growth opportunities through their jour- 
nals, newsletters, and annual meetings. For example, most states have 
speech communication associations, and each of the four regions (East- 
em, Southern, Central, pnd Western) has its own communication asso- 
ciation to help meet members' needs. (For details regarding your re- 
gional and state communication associations, contact the Speech 
Communication Association, 5101 Backlick Road, Annandale, Va. 
22003.) 

To enhance the oral communication abilities of our children and 
youth, and to promote oral communication as basic to their future 
careers and social success, speech communication professionals of the 
1980's will need to acquire new roles, new self-perceptions, new knowl- 
er'^e, and new access to resources. The future of oral communication as 
a basic skill will depend upon our effectiveness as speech communica- 
tion professionals to vocally support our discipline in our schools and 
in our legislatures; our ability as speech communication researchers to 
provide answers to the many communication skills questions posed by 
teachers, parents, and administrators alike; and our willingness to adapt 
an old and well-respected discipline to the needs of learners living in 
a complex aiv:l rapidly changing society. 
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INTRODUCTION 

The civil rights movement of the 1960's and 1970's had dramatic 
effects on every primary social institution, including the public schools. 
Rights previously ignored or denied, for a wide range of groups, are now 
recognized and protected by law. The legal mandate to provide an equal, 
appropriate education for all students has presented educators with 
unprecedented challenges. The 1980's is a decade during which schools 
must devote attention and resources to meet the needs of all students, 
especially those previously neglected. This chapter will discuss how 
teachers in grades K-12 who are especially concerned with the speech 
communication process can accommodate the newly identified needs of 
handicapped, reticent, gifted, bilingual, and female students in their 
classes. 

HANDICAPPED STUDENTS 

The Education for All Handicapped Children Act (PL 94-142), 
enacted on November 29, 1975, requires that all handicapped children 
be appropriately educated in the least restrictive environment possible. 
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Handicapped children are defined in Section 121a.5 of the regulations 
as those >d — 

as being mentally retarded, hard of hearing, deaf, speech impaired, 
visually handicapped, seriously emotionally disturbed, orthopedi- 
cally impaired, other health impaired, deaf-blind, multi-hand- 
icapped, or ar having specific learning disabilities, who because of 
Ihose impairments need special education and related services. 

The passage of PL 94-142 has led to the widespread adoption of a 
process called mainstreaming — educating handicapped children in regular 
classrooms to the mc;ximum extent appropriate for each child. Main- 
streaming was justified by studies that revealed negative effects from 
labeling and segregating the handicapped in special classes and that 
found, for the most part, that handicapped students do better academ- 
ically in regular classes. Mainstreaming expresses the desire to focus on 
the strengths and learning potential of students, in contrast to the his- 
torical preoccupation in special services with their deficits. The law 
provides for placement procedures, independent review, due process, 
written individualized education plans (lEPs), and a host of other 
procedural safeguards for these children. 

The classroom teacher first becomes actively involved with main- 
streaming when an lEP is developed. That occurs at a meeting which, 
by law, must be held at least once a year and must include, besides the 
regular teacher, a special education teacher, one or both of the child's 
parents, the child (where appropriate), and other individuals at the 
discretion of the parent or school. The lEP must include statements 
regarding the child's present levels of educational performance, annual 
goals, how these goals will be met in special and regular classrooms, and 
how achievement of these goals will be evaluated. 

There are two major inputs that communication-oriented teachers 
can make at this point. One is facilitating the decision-making process 
among the participants in this meeting whose very diverse backgrounds 
cxid vested interests breed conflict. The full range of a teacher's knowl- 
edge and skill in interpersonal communication can be called for in this 
context.^ 

A second contribution is proposing ways to appropriately individu- 
alize the student's curriculum. These, too, are numerous, and can in- 
clude the following: adapting curriculum goals, using textbooks on an 
appropriate level, tailoring classwork and homework assignments to 
achievement levels, changing the required mode of receiving informa- 
tion (students unable to read a text could listen to a taped version), 
changing the required mode of response (students with severe writing 
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problems could answer questions orally), adapting instructions for as- 
signments to make sure that they are understood, administering tests 
covering content adjusted to adapted curriculum goals, modifying the 
standard of grading, adjusting the expected standard of classroom be- 
havior for students with behavioral or emotional problems, allowing 
more time to practice a new concept or skill for mastery, and adjusting 
the questions asked in class discussions to the level of understanding of 
students with learning problems.^ 

The next stage in mainstreaming is aiding the initial integration of 
the handicapped student into the regular classroom. Teachers begin this 
process by modeling awareness and acceptance of every individual's 
unique strengths and weaknesses, which' include their own. They can 
admit that they themselves do not have the answers to every question 
and that all students are valued in spite of their problem areas and 
disabilities. 

Student sensitivity to handicaps can be enhanced by using interac- 
tion procedures such as role playing. Students might be blindfolded for 
an hour, wear tight earmuffs for a day, or spend time in a wheelchair 
imagining what it would be like never to stand up. Impatience with a 
slow reader is reduced by giving students a textbook on a higher grade 
level or a foreign language book. Careful teacher guidance through these 
activities cain help students experience and understand what it's like to 
walk in someone else's shoes for a while. 

Teachers also can provide opportunities for handicapped students 
to demonstrate the abilities they do have and to assume positions of 
leadership in the classroom. Teachers might assist handicapped students 
in explaining the nature of their handicapping condition (particularly in 
the cases of visual, hearing, and physical impairments) to other class 
members and in facilitating a subsequent frank, open question-answer 
session in which individual differences are respected. Books, films, and 
gu^st speakers can be useful — e.g., handicapped adults can provide 
information about the positive contributions handicapped people have 
made to society. Pairing students into a buddy system has helped handi- 
capped newcomers with their academic problems and with social in- 
teraction. Teachers need to provide initial guidance and monitoring for 
these dyads, even to make sure that the nonhandicapped peer is not 
being oversolicitous in an effort to be helpful and that the benefits are 
mutual — ^i.e., giving and receiving constitutes a two-way street between 
the two students. 

Research indicates that normal children f elementary school age 
often ignore or ridicule learning disabled students. When this occurs, 
the teacher might reinforce, via demonstration or word, "Johnny's" 
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right and ability to be in the class and then actively incorporate the 
handicapped student in classroom work groups. 

Communication educators must be informed and sensitive about 
language use in regard to the handicapped. They should know what 
relevant terms such as le^a! blindness and partial sightedness refer to. Many 
educators have been found to regard all persons with hearing losses as 
"deaf" and to use terms like "deaf and dumb." The labels "feeble- 
minded," "idiot/' "moron," "weak-minded," and "retarded" often are 
used interchangeably. Handicapped persons prefer that the appropriate 
descriptive terms be used as adjectives rather than nouns — i.e., retarded 
persons as opposed to the retarded; or individuals with hearing impairment 
rather than . ieaf. 

Parent-teacher comn at on is expanded when handicapped 
children are involved. Beginni , at the lEP meeting, and throughout the 
year, they must share decision nnaking about curriculum, class proce- 
durei:, and homework. Other isso^*^ make interaction between them 
especially significant. For exampl^^ reporting student progress or grades 
can be a particularly sensitive area. Since many schools compute grades 
on a normal curve, those with learning problems often are at the bottom, 
their achievement falling below grade level. Conferences with parents 
make individual academic progress explicit and keep failing report card 
grades from crushing their enthusiasm. At these conferences other is- 
sues such as social interaction, physical activities, sexuality, etc., may 
need exploration as well. 

A new interaction, between regular and special educators, also re- 
sults from mainstreaming. Many special educators have had to emerge 
from their isolated classrooms and assume the role of resource teachers. 
They provide, and classroom teachers must use, their help in a new, 
flexible consultant role. Both now are asked to do what they "were not 
trained to do." This shift can cause anxiety, confusion, and resentment. 
These generate resistance, and an attitude of "it won't work" has per- 
vaded many new mainstreaming programs. Unprecedented roles must 
be fashioned and new skills learned by everyone involved in an under- 
taking as profound as mainstreaming. Communication plays a major 
role in its introduction and acceptance in a school, and this contribution 
will be widely sought in the 1980's. 

SHY OR RETICENT STUDENTS 

During the 1970's much attention was given to a previously over- 
looked learning handicap: shyness or reticence. The quiet student was 
reinforced in traditional classrooms. Teachers were not aw.ire of the 




problems that accompany inhibited communication until research re- 
vealed that the chances for habitually quiet individuals to succeed in 
school, job, and social interaction generally were diminished. School 
programs began to be developed for students who frequently have 
message? to share but who hesitate to do so. The students' subjective 
experiences were elicited, causes were explored, methods of identifica- 
tion were developed, and approaches to prevention and to treatment of 
reticence were devised.^ These will be reviewed briefly here. 

Subjective Experiences 

Shy people see social situations as risky; they distrust their own 
ability to speak; they expect a negative evaluation from others; they 
experience physiological symptoms of stress before and during speak- 
ing; and they are more hesitant than nonshy students fo be assertive in 
offering to help others, in disagreeing with others, and in speaking with 
authority figures. 



The roots of shyness are hard to pin down. Among several hypoth- 
eses that have been made and have received some support are the 
followir^g: vJic achievement judging orientation of contemporary soci- 
ety, high family mobility, little parent-child interaction, a norm of 
"children should be seen and nol heard" at home and/or in school, 
ridicule during early school speaking experiences, minimal exposure to 
social situations (e.g., in a rural setting), and dispartv between home 
and school interaction norms (e.g., one ethnic gruup predominates 
around the home and another at school). 

Identification 

Quietness alor ? does not always indicate shyness. Some quiet chil- 
dren prefer beitng reserved; others attempt to disguise shyness by feign- 
ing disinterest m socializing or by limiting themselves to only a few safe 
interaction contexts. Henc*, a number of self-report scales have been 
developed. The most widely used with elementary and secondary stu- 
dents is the Personal Report of Conununication Fear.^ 

Prevention 

The first step in relieving shyness is to minimize the conditions 
under which it is most likely to occur. The incidence of shyness is higher 
in some social contexts than in others. Shyness is least likely to occur 
in classrooms where the following are characteristic: (1) students' com- 
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ments are accepted rather than judged; (2) student interaction is encour- 
aged; (3) learning is carried out tiirough group activities; (4) acUvities 
are sequenced from those that are least threatening (e.g., group work) 
through those that maximize exposure (e.g., giving a speech); (5) the 
feelings that lie behind social interaction are discussed; (6) recom- 
mended approaches to oral activities are structured clearly and specifi- 
cally so that students know exactly what to do; and (7) students are 
called on only for answers they can handle; many other preventative 
strategies are abo used.^ 

Forms of Treatment 

When students appear or report themselves to be shy, four general 
treatment strategies are available: 

1. Reducing anxiety — Students can learn to reduce the physical ten- 
sion that accompanies the act of speaking (systematic desensit> 
ization). 

2. Providing insighi and understanding — Students can change the in- 
hibiting and inappropriate beliefs that come to mind during 
situations of shyness. 

3. Improving social skills — Students can be taught specific strategies 
for being more assertive and rhetorically effective when speak- 
ing, and opportunities can be provided for practicing these 



4. Altering self-perceptions — Students can be encouraged to see more 
value in themselves and what they have to say. 

Now that information about the need, causes, identification proce- 
dures, arid preventive and treatment methods for shyness and reticence 
is available, it is likely that more attention will be given to this problem 
in the 1980's. Much interest already has been shown in popular work- 
shops and publications. However, early intervention is necessary to 
handle the problem most effectively, and schools are the most appropri- 
ate setting for such intervention. 

GIFTED STUDENTS (LEADERSHIP ABILITY) 

In 1972 the U.S. Office of Education issued the Marland Report, 
which singled out leadership ability as a component of children's gifted- 
ness requiring "differential educational programs and services beyond 
those normally provided by the regular school program." By 1978 this 
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recommendation had been included in legislation mandating special 
programs for gifted and talented students in 24 states. As a result, during 
the 1980's increased attention w Jl be given to students gifted with 
potential leadership ability. 

In order to develop programs suitable for nurturing leadership abil- 
ity, we need to answer several questions: What is the purpose of such 
programs? How are students identified for them? What should be done 
in such programs? We will consider each here. 

Purpose 

Traditionally, competitive forensic events and elective courses in 
public speaking, drama, and mass media have been offered in secondary 
schools as vehicles for developing leadership ability. Contemporary 
views of leadership, however, stress the importance of face-*:o-face 
interaction in which the skills of listening, asserting, interviewing, 
group problem solving, confirming others, delegating responsibility, 
etc., are paramount. The development of leadership talent in the 80's, 
therefore, is likely to emphasize interpersonal communication. 

Leadership theory, in the realm of interpersonal management and 
supervisory behavior, has come to stress a contingtAq^ approach — i.e., 
leaders each have inherent styles, so to be effective, each must be 
matched appropriately to the people and tasks s/he can deal with best. 
Thus, a leader's success depends upon her/his being placed in the right 
spot at the right time. A leader is most effective when dealing with 
"favorable" situations — ^i.e., those that lie within the limits of her/his 
habitual patterns of interaction. 

Students, especially in early grades, may not as ye^ have developed 
a style of leadership. They still can be encouraged to transcend narrow 
patterns of interaction and to attain situational and stylistic flexibility 
—e.g., to be control-oriented at times, to be people-oriented at times). 
The purpose of early leadership training, therefore, is to develop effective 
flexibiliiy of social behavior. 

Identification 

Students With leadership potential can be identified in §eyef^| 
ways. One is through their accelerated development pf InterpuifiPlwl 
competencies. In earlier chapters synthesized lists are provided of 
competencies that characterize children at elementary and secondary 
levels. When these are noted earlier than expected in some children's 
behavior, those individuals can be selected for special attention and 
leadership instruction. 



A second method involves peer nomination. Students can be as- 
signee: activities to cany out in groups. Afterward, they can be asked 
questions such as these: 

1. Who most influenced the other participants? (You may include 
yourself when answering these questions.) 

2. Who mo3t clearly defined the probkms? 

3. Who offered the best solutions to the problems? 

4. Who worked the hardest to get the job done and come to a gpod 
conclusion? 

5. Who encouraged the others to participate? 

6. Whom do you like best? (Do not include yourself on this 
oae.) 

7. \A/ho tried to keep the group running smoothly and encouraged 
cooperation? 

S. Overall, who was the "leader" in this group? 

A third method is self-nomination. This can be achieved by giving 
students projective tasks — e.g.; asking them to describe what is occur- 
ring in pictures depicting ambiguous social situations. Those who per- 
ceive issues of power or leadership in the pictures can be deemed most 
oriented in this direction. Also, students can be asked to describe what 
they would like their lives to be like in 20 years. Those who visualize 
leadership roles for themselves also might be included in the designated 
group. 

Finally, speech communication and leadership abilities can be iden- 
tified using standardized self-report instruments. For example, in the 
state of Idaho the following four measures are suggested to identify 
these individuals: The Barclay Classroom Climate Inventory, the Bon- 
ney-Fessondon Sociogram, the Junior-Senior High School Personality 
Questionnaire (for grades 7 through 12), and the Vineland Social Matu- 
rity Scale (for all ages). 

Activities 

Programs directed at students gifted in leadership ability need to 
have several qualities. They must enhance students' recognition of their 
own freedom of choice or potential for flexibility (a humanistic ap- 
proach) and of the need to develop and practice the skills that must be 
used to achieve their social goals (a behavioral or rhetorical approach). 

Their learning must occur in a supportive, understanding environ- 
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ment. Schools often label as "discipline problems" and penalize outgo- 
ing, independent individuals, thereby turning their leadership talents 
toward out-of-school, sometimes antisocial, activities. 

Schools also must offer explicit instruction in leadership theory and 
methods, as well as provide for self-directed, experiential activities in 
which leadership abilities are developed through the trial-and-error of 
actual practice. 

Special projects can provide opportunities for enriching regular 
classroom programs. Several that have been used are summer intern- 
ships or apprenticeships with leaders in community organizations, serv- 
ing as group discussion leaders for teachers of other subject areas, and 
the study of future trends and simulated problem solving for situations 
that might be faced by society in the years ahead.^ 

BILINGUAL/BICULTURAL STUDENTS 

Concern about the pervasiveness of poor school performance 
among children whose first language is not English, and about their 
subsequent social and economic disadvantages, led to the passage of 
Title VII of the Elementary and Secondary Education Act, also known 
as the Bilingual Education Act. The basic definition of bilingual education 
(as stated by the U.S. Office of Education) is as follows: 

... the use of two languages, one of which is English, as mediums 
of inr>truction for the same pupil population in a well -organized 
program which encompasses part or all of the curriculum and in- 
cludes the study of the history and culture associated with the 
mother tonijue. A complete program develops and maintains the 
children's self-esteem and a legitimate pride in both cultures. 

Due to legislation, recommendations made by the U.S. Comniission 
on Civil Rights, and several major U.S. Supreme Court decisions (e.g., 
Lau V, Nichols and Aspira of New York v. Board of Education), this bilingual 
education process has been incorporated in public school systems hav- 
ing students of Cuban, Puerto Rican, Mexican, Native American, Chi- 
nese, Vietnamese, and other non-English backgrounds. However, de- 
spite its prevalence, much academic and political controversy surrounds 
bilingual education, and a review of tho literature uncovers several hotly 
contested issues that concern students' and teachers' communication 
abilities: 

1. To what exteni: should instruction be in the fii-st language or 
mother tongue {L j) or in the second or national language, En- 
glish (Z2)? 



log 



2. What is the better sequencing of languages? Should initial 
literacy be taught in Z.i or i 2* or should they be taught simul- 
taneously? 

3. When should the second language be introduced? Most U.S. 
Department of Education Title VII programs introduce reading 
in ^2 simultaneously with or no more than one year later. 
Canadian programs (called early immersion pro-ams) do not intro- 
duce reading in L i until second grade, after two years of school- 



4. What is the effect of each emphasis on the consequent achieve- 
ment of language skills, especially initial reading, in both lan- 
guages? 

5. What are the effects of either emphasis on subject matter learn- 
ing in Belds such as mathematics and science and on general 
cognitive ability? 

6. To what extent should cultural customs or social interactional 
rules of language u'^e employed in and/or L2 be emphasized 
in the program? 

7. To what extent should teachers in bilingual programs be mem- 
bers of the ethnic group? To v*'hat extent do they need to 
be fluent in the language and familiar with the culture of £2? 

8. How are outcomes of such programs best measured? By stu- 
dents' performance on standardized tests in language arts, 
mathematics, and self-concept? By students' success in the 
mainstream culture — i.e., by school dropout rates, posteduca- 
tion economic success, assimilation into the m=»instream cul- 
ture? 

9. Is ethnic separatism a problem, a vestige of a primitive past, 
that must be overcome (the "melting pot" theory), or, as writ- 
ers on the "new pluralism" have argued, are ethnic groups a 
basic component of our sorial structure that affect our institu- 
tions and are, at times, more powerful than economic forces m 
their influence? 

10. Are schools the appropriate agency for dealing with the prob- 
lem of unequal achievement and prosperity among minority 
groups? Or is it the case that because schools are only part of 
the ideological structure that a ruling class controls to maintain 
its dominance over the masses, and because schools are, there- 
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fore, dependent on the dominant economic and political insti- 
tutions, they cannot be a primary agent of social transfonna- 
tion. 

The answers to these questions are by no means resolved as we 
enter the second decade of bilingual education. A study can be found 
to support virtually every possible opinion. Frequently, debates over 
educational methodology actually have at their base differing commit- 
ments to political ideologies. In fact. Title VII funded programs officially 
eschew the use of the term bilingual /bicultural education (an HEW official 
has been quoted as saying, "The United States government is in the 
business to teach language, not to teach culture"^). In the midst of such 
controversy, caution is imperative. 

Nevertheless, after acknowledging the controversies, direction 
emerges within bilingual education related to interpersonal communica- 
tion that seems very likely to predominate in the 1980's. Whatever the 
intent, form, or methods used in such programs, the basic concern must 
remain the enhancing of two-way communication between members of 
the majority and minority groups. This process is not optimized through 
language or subject matter learning alone. Children raised in ethnic 
enclaves, whether suburban Anglos or barrio Chicanos, develop famil- 
iarity only with the sociolinguistic rules of their own group. To interact 
successfully with members of the "other" culture, each must develop 
competence in the alternative system as v/ell. Teachers also must learn 
both sets of norms. They must be wary of misinterpreting their bilingual 
students' behavior because of contrasting interactional rules, as in the 
use of space, eye contact, or voice level, and in permitted speech acts 
— e.g., types of questions. Anglo teachers must not allow any kind of 
aberrant behavior from minority students out of misplaced cultural 
tolerance because they do not know what the acceptable norms are. 
They must make adjustments to the inclinations of their students and 
teach them through means to which they most readily adapt, and they 
also must teach them the ways of social interaction, i\\ and out of school, 
that are acceptable in the dominant culture. The reverse is equally true 
— majority students must be taught the mores of the minority group(s) 
with whom they are likely to interact. Toward this end, a number of 
classroom techniques have been worked out that incorporate social 
interaction rules of the second culture into classroom practices.® 

During the 1970's the Utopian dreams of separatist and integration- 
ist idealists collapsed. The lives of ethnic group members will continue 
to be interwoven with the mainstream culture, and they are unlikely to 
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melt entirely and harmoniously into it. The communication-oriented 
teacher is likely to remain a valuable and more frequently tapped re- 
source for facilitating this interaction in the years ahead. 

FEMALE STUDENTS 

During the 1970's a number of publications offered evidence of 
differences between male and female communication behavior and sug- 
gested that these differences affected the personal and professional lives 
of the members of both groups. These findings generally reveal a male- 
dominant communication norm. For example, women tend to speak less 
frequently than men in mixed groups and dyads, and are less apt to 
initiate topics of discussion; their topics are less likely to be developed; 
their unit speech time is less than men's; and men interrupt more than 
women.^ Hence, the special emphasis has been on providing opportuni- 
ties for women to expand their capacity to interact effectively in mixed- 
sex contexts. This concern has given rise to special courses dealing with 
male-female communication, to sepa ate sections of traditional courses 
especially aimed at women, and to heightened attention to the partici- 
pation of women within every classroom situation. 

Some of the topics addressed when the influence of sex role on 
communication is discussed are as follows: 

1. Self'Concept—HoYf have cultural and familial sex-role stereotypes 
shaped students' views of themselves and what they are able to 
do? Do females believe in their own ability to think logically, to 
organize, and to articulate their ideas? 

2. InieracHon conJiHonini—V^hat are the unspoken "rules" of interac- 
tion between males and females? How are distinctions made 
between what is denigrated as pushy or emasculating and what is 
admired as determined or forceful 7 

3. Disclosure— VJhat are the differenceii between what females and 
males share within same-sex groups and what is disclosed to 
members of the opposite sex? What fears are perpetuated by 
these limitations, and what misunderstandings occur as a result 
of the distorted impressions each receives? 

4. Assertiveness/receptivity— How can females learn to affirm their be- 
liefs, concerns, rigjits, preferences, etc., without muffling or 
minimizing (or imposing) them? How can they best handle the 
conflicts that may arise when old patterns of interaction are first 
broken? 
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5. Media influence — How do the language that is used and the visual 
images that appear on television and in films, newspapers, 
magazines, etc., affect perceptions of how females "should" be- 
have? 

6. Relationships — How are issues of intimacy and control usually 
worked out in male-female interaction? What alternatives are 
available for negotiating and implementing these dimensions of 
a relationship? 

Even when the focus is not on the topic of social interaction, teach- 
ers can have an effect on female students' communication behavior. 
Teachers can provide support during instances when female students 
seem to minimize their capacity to do traditionally male activities (e.g., 
math, science, athletics), wh n they talk about future career plans or 
evidence fear of success, and when they back down on points on which 
they disagree with males in the class. Teachers can also encourage 
females to assume positions of leadership in group activities, they can 
use methods such as debate and role playing to provide female students 
with practice in articulating ideas, and they can highlight women's 
historical and current contributions to social progress. 

CONCLUSION 

The 1980's hold promise for taking some significant steps toward 
fulfilling the American dream of equal opportunity for all. The ground- 
work has been laid by legislators, lawyers, researchers, and others for 
handicapped, reticent, gifted, bilingual, and female students to realize 
their full potential. It is now the responsibility of teachers across the 
nation to carry on this work in their daily classroom interaction. This 
will be a challenging decade for all involved m this endeavor. 
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Most people who spend any significant portion of their time think- 
ing about education come to acknowledge that good teaching often 
requires that materials and instruction be adapted to differences among 
students. What is right for one student may not be appropriate for 
another: Some pupils flourish with one form of instruction; others bios- 
son\ with another. This realization leads us to focus on student learning 
styles. Learning styles refer to broad, stable differences among people 
in how they best learn. Educational researchers have accumulated com- 
pelling evidence for the importance of these styles. And, as these 
findings mount, classroom teachers will want to consider more and more 
the role of learning styles in instructional activities. During the 80's, 
more and more research on these styles will reach the public's attention, 
leading to demands for greater teacher awareness of, and adaption to, 
these differences. 

This chapter summarizes some of the major themes of research on 
learning styles. Initially some of the important approaches research has 
taken wrill be surveyed. Then the special needs of speech communica- 
tion teachers will be focused on by identifying some potentially impor- 
tant learning style variables that may affect the success of speech com- 
muiucation instruction. 
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RESEARCH ON LEARNING STYLES 



Differences in Intellectual Abilities 

An imr <?diately obvious group of learning style variables can be 
labeled a:> inniu^fital ahlMe^ ome students are more able than others in 
academic pursuits. Research, for the most part, treats ability as a unitary 
student characteristic often speciBc to subject matter. The Endings of a 
number of studies suggest that students with strong abilities fare better 
than those with weak abilities. Beyond this almost trivial claim are 
findings that specific instructional techniques affect high and low ability 
students differently. High ability pupils, for example, prefer learning 
environments that offer few rules. Their low ability counterparts per- 
form better in more structured settings. Also, rote drills help the per- 
formance of low ability pupils, yet hinder the performance of high 
ability ones who quickly get bored with the unnecessary practice. High 
ability students perform better with hypothesis generation exercises 
that require synthesis, 

Some recent research moves beyond the unitary ability framework 
and identifies multiple clusters of intellectual ability. The brjadest 
grouping, devised by Lee Cronbach and Richard Snow of Stanford 
University, includes three variables; fluid-analytic abilities that are re- 
flected in abstract reasoning tasks, crystallized-verbal abilities that are 
represented by most verbal and educational tests, and spatial-visual 
abilities that are shown by a student's skill at visualizing spatial rela- 
tionships.^ Too little research has been completed to date on these three 
clusters permit any broad generalizations. However, the implications 
of this tripartite are numerous. Notably, the orientation is away from 
subject-specific abilities and toward more cognitive differences that 
cross disciplinary boundaries. Also, a student may vary independently 
on each of the three dimensions, thus eliminating any standard of 
general ability. 

A new concern in research on multiple abilities is with the role of 
the two brain hemispheres.^ While the research on hemispheric differ- 
ences is complex and incomplete, a few generalizations can be made and 
applied to instruction. First, the brain is differentiated in terms of tasks. 
The left side of the brain is most active when tasks require predomi- 
nantly verbal and analytic skills. The right side is associated more with* 
spatial and imagery activities. This difference is often assessed by mea- 
suring the amount of electrical activity occurring on each side of the 
brain during performance of some task that varies in its demand for 
spatial and verbal activities. Second, there are differences between males 
and females in hemispheric processes. Females are more integrated inso- 
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far as they tend to use both pa ts of the brain on most tasks. Males tend 
to allow one hemisphere or the other to dominate. Third, people dif¥er 
in the way they best learn. Some students are better with analytic or 
verbal materials (their left side dominates); others are best with spatial 
or imrgery materials (their right side dominates). Most school teachers, 
according to some authorities, are biased toward students with a domi- 
nant left side. Subjects are taught, and assessments designed tn 
analytic-verbal fashion. This bias may preclude right-'^lominant pupiis 
from gaining or evidencing knowledge. Yet, teachers could adapt their 
materials and units to these differences. There are more ways to teach 
a unit than most teachers realize. 

Differences in Learning Modalities and Processes 
and Types of Learners 

At variance with 'he intellectual abilities orientation is research on 
process, modality, and type differences among students in how they go about 
learning. The research of R.R. Schmeck and Eddie Grove serves as an 
example of process approaches.^ They, along with colleagues, have 
spent the last feiv years developing a construct and measure that tap 
four dimensions of the learning process. The first, called synthesis- anal- 
ysis, refers to students' tendencies to process information either superfi- 
cially or deeply. The more deeply students process incoming informa- 
tion, the better their academic performance, prose and verbal learning, 
critical thinking, and note-taking efficiency, Elaborative processes, the sec- 
ond dimension, are associated with pupils' abilities to translate informa- 
tion into personal references — that is, making personal sense of, and, in 
fact, elaborating on^ the information presented. It is contrasted with 
verbatim processing of infon-4<ttion in which students simply take in the 
immediate stimulus infornjation without extension or elaboration. This 
dimension is related to imagery ability, learning, and college perform- 
ance. Fact retention is the third dimension. It is concerned with students' 
proclivities to pay attention to, and process, details and specifics of 
stimuli instead of taking in only broad generalities. It is related to 
learning and college performance. The final dimension, study methods, 
does not correlate well with learning. Students high in this dimension 
study through drill and practice rather than thoughtful analysis. They 
apparently intend to learn but fail in theif efforts. While Schmeck and 
his colleagues don't directly consider teaching adaptions that would 
maximize student learning with pupils varying in each of the four 
dimensions, the implications are obvious. Students process information 
differently, and their instruction should be adapted to these differences 
when it can. 
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Other research emphasizes modality differences in learning. Stud- 
ies have demonstrated that students may vary in their abilities to learn 
from auditory or visual presentations of information. Auditory learners 
do better when materials are presented orally; visual learners do better 
with visual presentation. 

In addition, some investigations have focused on types of learners. 
Pupils are differentiated along a continuum according to how they 
respond to instruction. Typical of this approach is M.3. Rosenberg's 
framework in which he posits four learning styles along a single dimen- 
sion. The first is called rigidity. Students in this category have difficulty 
with complex materials, are often dogmatic with low tolerance for am- 
biguity, and possess little creativity. The second level is termed undisci- 
plined. Students here are marked by impulsiveness, low goal orienta- 
tions, and an inability to tcierate frustration or delay gratification. 
Acceptance-anxiety is the third group. Pupils classified in this cluster are 
very concerned with how others evaluate them. They are low in intrin- 
sic motivation and dependent on others for acceptance. The final level 
is labeled creative. Learners in this group are self-confident, independent, 
and original. Measures assessing each of these dimensions have been 
devised by psychologist Karl Neumann and his associates."^ 

Differences in Cognitive Style 

A third approach to learning styles is exemplified by investigations 
of cognitive style. Cognitive style refers to the ways people conceptually 
organize their environments. The style construct is actually an aggrega- 
tion of four personality variables: complexity, field dependence- 
independence, rigidity, and locus of control. Because each of these vari- 
ables may have implications for instruction, it is useful to consider them 
individually. 

Complexity is a multifaceted variable emphasizing differences among 
people in their cognitive structures.^ People may represent their worlds 
in terms of constructs that serve to organize how they interpret and 
respond to objects and events. For any stimulus, people differ in the 
number of constructs they generate. Those who arrive at many are 
considered more differentiated than those who come up with only a few. 
Some people also interrelate their constructs about an event or objec^ 
in complex ways: They see many relationships among them. They are 
more integrative than those who don't see as many relationships. 

People low in differentiation and integration are, in complexity 
terms, concrete. Others who are high on the two dimensions are abstract. 
Abstract students do better on essay exams requiring comparisons and 
contrasts than do concrete pupils. Both do equally well on multiple 




choice exams. Students high in abstraction ask more questions than do 
their more concrete counterparts, and, when the environment is con- 
trolled for complexity, they prefer complex messages to simple ones — 
just the opposite of what concrete subjects want. 

Field depenJence-independence refers to the degree to which a person 
depends on external and environmental cues in interpreting events and 
objects.^ Some people need and use many situational cues to make sense 
of a stimulus object or event. They are dependent on the field. Others, 
called field independents, pay less attention to the environmental field. 
Research finds that field dependent students learn materials with social 
content better than do field independents. This is not because of greater 
intellectual abilities; rather, field dependent pupils selectively attend 
more to social stimuli. Field independents are better at learning materi- 
als that require them to provide their own organization or structure; 
field dependents like to have materials presented within a pre-estab- 
lished structure. Field independent students are more intrinsically moti- 
vated, while field dependent pupils are more concerned with external 
criticism. Some evidence also exists to suggest that field independent 
students prefer subjects such as mathematics, while field dependent 
students like subjects that are more socially oriented such as communi- 
cation. Again, the effective classroom teacher who recognizes that his 
or her students differ along this dimension would be well advised to 
adopt differing teaching practices. 

Rigidity refers to a group of very similar vari'»b'les that emphasize 
how structured and rigid a person is7 Included are authoritarianism, 
dogmatism, and intolerance of ambiguity. Authoritarianism, for the 
most part, has been supplanted in the psychological literature by the 
dogmatism construct. The original measure of authoritarianism, the F 
Scale, was limited in what it assessed; it had strong ?:endencies to assess 
only right-wing authoritarian responses. This, along with other criti- 
cisms, led to the development of a similar, but more general, construct 
called dogmatism. Dogmatic people are considered more closed-minded, 
responsive to authority, and polarized than are nondogmatic people. 
Dogmatists are less abie to distinguish source from message. Their 
evaluations of statements are related to their evaluations of the people 
making the statements. In the classroom, dogmatic people may have 
difficulty separating an instructional unit from their feelings about the 
teacher. They are also less tolerant of ambiguity. People with a low 
tolerance for ambiguity prefer straightforward, unambiguous, and con- 
sistent stimuli presentations; they balk at events and objects that de- 
mand an acceptance of ambiguity. 

Locus of ;:ontrol is typically considered a cognitive personality 
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variable,* It emphasizes the extent to which people believe events hap- 
pening to them are dependent on their own behavior or, instead, are the 
result of luck, fate, chance, or other things beyond their personal con- 
trol. People with an internal locus of control see themselves as control- 
ling their own fates, while externals feel that their fates are not under 
their control. Internals conform less to influence attempts, are more task 
centered, and are dependent on their own abilities and skills. They 
typically outperform externals on cognitive tasks and generally do bet- 
ter in academic work. Perhaps these differences in classroom perform- 
ance are due to the demand most academic work places on students to 
demonstrate some responsibility for their effort. Teachers recognizing 
these differences can modify their talk, assignments, instructions, and 
discussions to adjust to the differing frames that their students take. 
And, by modifying reinforcement contingencies, teachers may be able 
to affect their students' locus of control,^ 

Differences in Noncognitive Variables 

A final approach to learning styles involves research on more noncog- 
nitive personality variables that affect how students learn. Only two varia- 
bles will be briefly dh^ussed here. The first is anxiety. The extensive 
research that has been completed on this disposition suggests, for 
example, that anxious students prefer teacher- centered instruction, 
while their nonanxious peers favor more student-centered approaches 
in the classroom (hov/ever, there are some methodological concerns 
about these findings). The second noncognitive variable is the way in 
which pupils approach uchievement. Some students emphasize achievement 
through conformity; others seek achievement through independence. 
The use of instructional styles matching these different approaches car 
result in better learning. Many other variables fit within this noncogni- 
tive, personality approach. Among them are orientation toward compe- 
tition and cooperation, reward orientation, introversion-extroversion, 
level of aspiration, and need for achievement. 

LEARNING STYLES IN COMMUNICATION INSTRUCTION 

The learning styles described have implications across virtually 
every academic subject. Certainly they can be applied to differentiating 
instruction in oral communication. In addition, a few specific variables 
that may be central to how students perform in communication classes 
but that haven't been mentioned so far will be described here. 

One major variable that affects students in speech communication 
classes is anxiety about oral communication. Communication journals are 
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dotted with research on the topic ranging from considerations of siage 
fright and speech anxiely to the broader concerns of communication 
apprehension, reticence, and social anxiety. On a very general level, this 
variable refers to a student's willingness to comfortably engage in oral 
communication activities. Students who are low in the anxiety enjoy 
communication experiences; those who are more anxious don't like 
them. Research indicates that highly anxious students do less well in 
discussion and seminar classes than do their low anxious peers. How- 
ever there is no performance difference between the two groups in 
lecture classes. High and low anxious pupils also vary in how they 
interpret communication activities. I ow anxious ones see them as re- 
warding; high anxious pupils see them as punishing. Generally, more 
anxious students avoid interaction in tive clasoroom by not talking and 
by choosing seatings that do not draw attention to themselves. They 
differ, as well, from nonanxious students in the quality and quantity of 
oral presentations. Being aware of this difference can facilitate effective 
teaching of communication. For instance, not all students will profit 
equally from required communication activiciies: Low anxious students 
may; high anxious ones probably won't. 

Researchers in social psychology work with a construct they call 
self-awareness or self-consciousness. It refers to people's tendencies to focus 
attention on themselves. Some people pay lots of attention to them- 
selves as social objects; others don't. Much communication instruction 
is based on self-reflection and self-criticism of one's communication 
attempts. Students are asked, for instance, to think about how they 
communicate, about how others are looking and listening to them — 
essentially, to pay attention to themselves as social objects. Highly 
self-aware pupils may interpret and internalize these exercises better 
than do those who spend little time in self-reflection. 

Psychologist Mark Snyder has devised a construct called self-moniior' 
ing^^ that may have direct relevance to teachers concerned with how 
students learn communication. Self-monitoring concemG the abilities 
that people have to control and to manage their behavior in the presence 
of others. High self-monitors are sensitive to expressions and self- 
presentations of others; they use these cues to guide them in choosing 
and monitoring their own verbal and nonverbal behaviors. By contrast, 
low self-monitors don't pay much attention to others' cues; they are less 
able to control their social moves to fit the situation. High self -monitors 
use the situation to guide them; low self-monitors more often let their 
internal states affect them. This seems especially relevant for the com- 
munication classroom. Audience adaptation demands an awareness of 
audience cues. Some students may be better than others at recognizing 
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and adjusting to them. Similarly; in nonverbal skill development the 
ability to correctly interpret what another is signalling is critical to 
success. People differing in self-monitoring differ in their ability to read 
such cues. Enhancing students' abilities to communicate may require an 
adjustment for their level of self-monitoring. 

Nonverbal sensitivity is a fourth variable that may have profound 
effects on how a student goes about learning communication skills. 
This topic has received a great deal of attention from a number of 
scholars, most recently and notably Robert Rosenthal and his col- 
leagues.^^ They have devised a test to assess a person's sensitivity to 
nonverbal cues. The research to date suggests a number of things: 
Females are more sensitive than males; as children get older, their"" 
abilities to decode get better; at younger ages the greater a child's so- 
cial sensitivity and extroversion, the better he/she is at decoding. In 
the communication classroom some students may be very sensitive to 
the nonverbal cues of peers and teacher; they interpret them well. 
Others may not be very good at this. While it can be taught (and 
perhaps should be in the communication classroom), most teachers 
will only be able to recognize that not all students are equally compe- 
tent in interpreting the nonverbal nuances that so often carry much 
meaning in oral exchanges. 

CONCLUSION 

This chapter has surveyed some of the major approaches that re- 
search into learning styles has taken. It has also identified a group of 
variables that may be especially relevant to communication instruction. 
Other approaches, and other variables, could have been mentioned as 
well; but space limitations, as well as a desire to avoid a "shopping 
center" mentality about style research, preclude their selection. 

What should communication teachers do about style differences in 
their classrooms? Three steps seem reasonable. First, psychologically 
accept that students vary in the ways they best learn. Many teachers 
seem to carry with them a belief that there is only one correct way to 
teach or learn something That isn't true in any subject, especially com- 
munication. Second, recognize important learning style differences in 
the classroom. Through assessment, observation, and other means, 
identify variables that contribute to how well students learn materials. 
Those potential variables that have been mentioned here should give 
the interested teacher a taste of the number of styles potentially present 
in any classroom. Third, devise strategies that adapt teaching and 
materials to the specific learning needs of students. Aside from the 




specific adaptations related to one style or another suggested above, a 
few general strategies can be outlined. 

One such strategy centers on the development of individually ori- 
ented instructional programs. Most popular among these approaches is 
the personalized system of instruction (PSI).^^ PSI emphasizes the indi- 
vidual learning needs of students. It allows pupils to progress at their 
own rates and highlights success rather than failure. It has been applied 
to communication instruction at a nuntber of insfitutions of higher 
education. Most of these applications could easily be adapted to ele- 
mentary and secondary levels. A second approach is far more basic in 
what it emphasizes. Labeled learning strategies, this approach centers on 
how instructors can modify their individual behaviors and materials to 
bring about optimal learning. A recently published text edited by Har- 
olfi O'Neil summarizes much of the current research. A final approach 
may be the blandest but also the most general. Teachers can simply 
experiment with their own teaching styles to see which are the most 
effective with different types of students. The ultimate aim of learning 
styles research is the optimization of fit between the teacher's teaching 
style and the student's learning style. Teachers can emphasize multiple 
but simultaneous instructional approaches, observing their differential 
impact of students. Given some effort and time, optimal teaching tech- 
niques may emerge that are adapted to both the individual teacher and 
the subject matter. This approach can be accomplished in the everyday 
world of a teacher's classroom. It is obviously difficult — but the payoff 
of better learning is, of course, what teaching is all about. The decade 
of the 80's demands improved instruction. And what better way to 
provide it than adapting to student differences.^^ 
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Previous chapters have focused on predicting content or subject 
matter changes for speech communication instruction in the 1980's and 
on describing the students and the settings for such instruction. This 
chapter concentrates on describing available instructional strategies — 
that is, repeatable instructional processes that are applicable across sub- 
ject matters and that are useable by more than one teacher. The focus, 
then, is on identifying methods of teaching that are equally useful, for 
example, to teachers of interpersonal communication at the secondary 
level and to teachers of oral interpretation at the community college 
level. 

In identifying such strategies, the focus will be on classroom teach- 
ing: a single teacher and a group of 20 to 40 students of approximately 
equal age. Given a current average of approximately 30 students per 
class and the current political climate for school finances, no radical 
changes in class size can be expected. When coupled with a forecasted 
19 percent national decline in the number of 18-year-olds between 1980 
and 1990, the prospects for new buildings are also slight. Thus, despite 
the fact that over 50 percent of all schools built from 1967 to 1970 were 
open space (generally characterized by a lack of interior walls and by 
the existence of instructional areas ranging in size from two ordinary 
classrooms to over 30), most classroom instruction in the 1980's is likely 
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to occur within the context of the traditional "egg-crate" building. 
Thus, teachers in the 1980's are likely to teach approximately 30 stu- 
dents in a rectangular room containing a desk for the teacher and a small 
desk for each student, surrounded by windows, chalkboards, and bulle- 
tin boards, and with tile or wood floors. Within such a context it will 
be the teacher's task to find ways in which the various instructional 
strategies, each with its own advantages for different purposes and 
different students, can be most efficiently and effectively utilized. 

In organizing this discussion of alternative instructional strategies, 
it is useful to think in terms of the three basic forms of activities that 
occur in the classroom: 

1. Expended discourse — The teacher is talking, performing, demon- 
strating, or exhibiting materials. Lecturing accounts for be- 
tween 18 and 22 percent of all class time. 

2. Interactive discourse — The teacher and students are talking with 
each other. The .gree of teacher control varies. Interactive 
discourse accounts for between 34 and 53 percent of all class 
time. 

3. Individual work — The student is working on her or his own. 
Individual work accounts for between 25 and 45 percent of all 
class time.^ 



EXTENDED DISCOURSE 

The most common form of extended discourse is the lecture 
method. It is also the most criticized. McLeish traces that criticism as 
far back as the Middle Ages when individuals criticized the "reading 
off" of lectures as an anachronism that should not have survived the 
invention of printing (circa 1440).^ The critics' most common theme 
was that with the lecture method, the student is passive and limited to 
note taking, which reduces active contact with the curriculum. The 
lecture method has not lacked for defenders, however, who have 
pointed out that lectures give a framework, provide a point of view 
and information not otherwise available, and can kindle enthusiasm 
for a subject and stimulate original thinking. When combined with 
the fact that the lecture is adaptable, flexible, and inexpensive, it is 
small wonder that it continues to survive as one of the most fre- 
quently used instructional strategies. A variant of the lecture method 
that has the added advantages of interest and information is the guest 
lecturer or resource person. 

A form of extended discourse that was widely touted as the pana- 




cea for the educational ills of the 1950's is television. After over a decade 
of well-controlled studies, however, the superiority ot teaching tradi- 
tional courses via television has yet to be demonstrated. McKeachie and 
Kulik argue that the major reason for this is that most instruction has 
conceptual rather than visual aims and, to learn to think conceptually, 
students need to interact with other human beings who can respond 
critically and helpfully to their conceptualizations.^ In the 1980's, then, 
it is likely that television will be used in the speech classroom primarily 
as a medium for delivering short segments of instruction (when a clear 
visual image is important for learning or when the teacher wishes to 
build or raise student affect for content material) and for providing 
video playback of oral communication performances. 

Possessing the potential to increase learning via extended discourse 
is Ausubel's subsumption theory of learning. Basically, this theory sug- 
gests that learning is facilitated by identifying a superordinate set of 
concepts already in students' memories that can be used to assist them 
in the assimilation of new material. Within the theory, advanced organ- 
izers and sequencing of instruction are variables that play central roles 
in effecting the assimilation of instructional material into a learner's 
schema."* 

INTERACTIVE DISCOURSE 

While extended discourse is a more efficient mode of presenting 
new information to students already motivated to learn, interactive 
discourse is more useful when the learning goals concern higher-level 
thinking, attitudes, and motivation. The most common type of interac- 
tive discourse is the developmental discussion — a term used to describe 
an approach by which students are assisted in finding their own con- 
cepts, principles, and solutions rather than receiving them from a 
teacher or a textbook. 

Discussion methods range from recitation, in which the instructor 
asks specific questions in an oral quiz, to nondirective methods, in 
which the instructor says very little and students determine the topic 
and content of discussion. The following are among the special forms 
of discussion teaching 

1. Buzz groups — Classes are split into small subgroups for a brief 
discussion of a problem and then asked to report back to the 
class. 

2. Student panel /student reports — Students present reports or discuss 
a topic in front of fellow class members. 
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3. Role plaj/in^Students are placed in relatively unstructured 
situations in which they must improvise behaviors to fit in with 
their concepts of the roles to which they have been assigned. 

4. Case method— Students are provided with a factual written re- 
cord of a situation, condition, and/or experience, and are asked 
to solve problems using knowledge, concepts, and skills that 
may have been learned in previous courses or that they are 
motivated by the case to learn from readings, lectures, or other 
resources. 

5. SimulaHon/^aming— Students are involved in some sort of com- 
petition or achievement in relationship to a goal, a game that 
both teaches and is fun. When games attempt to model some 
real-life problem situation, they are called simulations. 

A somewhat unique approach to organizing a course in terms of 
student interaction has been labeled Guided Design.^ As a method, it 
involves dividing students into groups of four to seven and having them 
work through a series of increasingly complex, open-ended problems 
according to a prespecified series of decision-making steps. At the con- 
clusion of each step, members of the work group are provided with 
teacher-written instructions — feedback material that guides them to a 
"model" solution. In the process students learn both the content of the 
course and how to use that content to solve realistic problems. 

Because interactive discourse shares with the lecture method the 
advantages of adaptability, flexibility, and inexpensiveness, and be- 
cause it is applicable to a wider variety of learning goals, interactive 
discourse in its many forms is likely to continue to predominate as an 
instructional strategy in the 1980's. 

INDIVIDUAL WORK 

Graded classes and lockstep group instruction replaced the coun- 
try-school practices of individual recitation and peer teaching toward 
the end of the nineteenth century as publicly financed, compulsory 
elementary and secondary education became the norm. While the ap- 
proach was administratively manageable and economically feasible, it 
proved difficult from the beginning to cope with the fact that groups are 
never really homogeneous. Scores of variables differentiate members of 
a particular grade with respect to maturity, intelligence, socioeconomic 
background, motivational drive, health, physical strength, sociability, 
creativity, perseverance, and emotional stability, to name but a few of 
the personal characteristics that affect learning. As a result, Charles 
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Eliot, president of Harvard, was only one of many to suggest in the 
1890's that "uniformity is the curse of American schools."^ Almost from 
the beginning of the graded approach to education, then, educational 
reformers were looking for ways to individualize instruction. Two of the 
more noteworthy attempts were the Winnetka Plan and the Dalton 
Plan. In the Winnetka Plan, used in Winnetka, Illinois, from 1919 to the 
early 1940's, each student was given a course of study for each subject 
in the program, and provision was made for continuous progress pro- 
motion of pupils on a nongraded I he Dalton Plan, used in the 
Dalton (Massachusetts) High School from 1920 to the mid-1930's, gave 
students a series of subjects to learn within a given block of time, 
typically 20 days. While students could individually pace themselves 
through each of the subjects, they needed to complete a comparable 
level of work in all subjects before movinf, on to the next level. 

Attempts to individualize instruction are as prevalent today as they 
have ever been. Among some of the more common strategic ing 
attempted are the following: 

1. Programmed instruction — B.F. Skirmer's prescription for curing the 
ills of teaching and learning in our schools; it consists of a 
system whereby each student — 

a. is presented with content (relatively brief presentations of 
about a sentence or a paragraph of instructional material) 

b. is required to respond actively (correctly answer a question 
or solve a problem) 

c. immediately thereafter receives information as to the cor- 
rectness of the response. 

During the 1960's programmed textbooks and teaching ma- 
chines proliferated, producing materials on such topics as par- 
liamentary procedure, listening, and the organization of a 
speech. During the 1970's enthusiasm for the approach de- 
clined, however, as research accumulated demonstrating that 
while progranuned instruction may be effective for response 
learning, ordinary reading is faster and more efficient for con- 
ceptual learning. !.n the 1980's, therefore, programmed instruc- 
tion is likely to find its major use within units of a course when 
an instructor wishes students to master a particular skill or 
concept. 

2. Peer group instruction — Students have been used to teach students 
in a variety of settings as a means of keeping classes small 
without an increase in cost. In 1963 Ohio University, for exam- 
ple, implemented a peer group instruction program and devel- 
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oped an extensive research program to investigate its effective- 
ness. In their application of this approach, teachers lectured 
simultaneously to two sections of a public speaking course, and 
students were responsible for rating one-half of the public 
speaking performances given in class. When Wiseman and 
Barker compared students in peer group instruction classes 
with those in traditional classes, they found no difference in 
terms of either performance or attitudinal outcomes.^ 

3. Independent study— This approach provides students with super- 
vised experience in learning independently and with options 
for achieving course goals. In one variant of the approach, the 

ud^^nt nd teacher work out a set of goals to be achieved, 
nu .is of achieving the goals, and methods of evaluating 
acaicvement of the goals. A learning contract is then used to 
confirm that if achievement is at the agreed-upon level the 
teacher will give the grade contracted for. In addition to the 
advantages of individualized instruction, the approach pro- 
vides for increased motivation as a result of allowing students 
a voice in determining their course of study. 

4. Module approach— This approach consists of reducing a course to 
modules or minicourses, and allowing students options in se- 
lecting among and/or pacing themselves through the modules. 
Brooks and Leth have used such an approach for the basic 
communication course at Purdue University; they report both 
greater achievement and more positive course and instructor 
evaluations when their approach is compared to traditional 
instruction.^ 

5. Ccmputer-aided instrucHon— Although computers are being used as 
instructional devices, for testing, and as a means of record 
keeping, they have not yet reached the potential so long 
claimed for this form of instructional technology. For the mo- 
ment, hardware has outstripped educational uses as minicom- 
puters and microcomputers proliferate. Signs that this may not 
continue to be the case in the 1980's, however, are beginning 
to emerge. Lashbrook and Lashbrook, for example, have devel- 
oped techniques for the computer simulation and analysis of 
audiences and for the analysis of small-group interaction.^ The 
1980's may well see computer-aided instruction come of age. 

An approach that integrates elements from all of the above ap- 
proaches is the Keller Plan, also called the Personalized System of In- 
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struction (PSI), Within this approach, a course is divided into sc alier 
units and students study each unit and then take a test on it. If students 
pass the test, they go on to the next unit. While PSI has many variations, 
it is characterized by five features: 

1. It is individually paced — that is, a student, within the limits of 
administrative convenience, can proceed as quickly or slowly 
as s/he wants to. 

2. It is mastery oriented — that is, a student continues a cycle of 
studying/testing, studying/testing until the criterion for ac- 
ceptable work has been reached. 

3. It is student tutored— that is, students who have successfully 
completed the course are available to help students enrolled in 
the course. 

4. It uses printed guides for communication of information — that 
is, study guides are used to state objectives for the unit, offer 
suggestions for study, point out available resources, describe 
possible projects, and provide sample test items. 

5. It is supplemented with traditional instructional techniques — 
that is, lectures, movies, etc., are scheduled for stimulation 
and/or clarification, but attendance at such sessions is usually 
voluntary. 

Summarizing 75 studies that have compared PS: to other forms of 
instruction, Kulik and others conclude that not only do students like PSI 
better but also they learn more from it.^^ For example, scores on PSI final 
exams average about 8 percentage points higher, raising the final exam 
grade of a typical student from the 50th to the 70th percentile. When 
exams are administered several months after the end of the course, ?Sl 
has a 14-percentage-point advantage. 

SUMMARY 

Speech communication instruction in the 1980's is likely to be 
heavily dependent on forms of interactive discourse (especially devel- 
opmental discussion and simulation/gaming) and the lecture for its 
instructional strategies because of their adaptability, flexibility, and 
inexpensiveness. Attempts to individualize instruction within the con- 
text of classroom teaching will probably continue, with variations of PSI 
likely to predominate. The 1980's may also be the decade in which 
computer-aided instruction achieves its promise as a form of instruc- 
tional technology. 
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INTRODUCTION 

The education of teachers is entwined with the values of society 
and, as such, is reflective of the times. As we move through the decade 
of the 1980's, two important conditions influence the direction of 
teacher training. First, education costs escalate year afier year,^ while 
public willingness to flnance education declines. The passage of legisla- 
tion such as Proposition 13 in California is evidence of a reluctance on 
the part of taxpayers to meet the financial needs of education. Second, 
there is still a surplus of teachers in many fields at the same time that 
school enrollments are falling.^ One would assume, then, that given this 
surplus, the teachers who are hired are the most qualified and poten- 
tially effective. But this assumption has been questioned, given the 
nationwide decline in student test scores. Parents are disillusioned by 
the number of students who can neither read nor write, and they are 
begiiming to cry "fraud" in much the same manner that consumers of 
material goods have done. This meshing of consumerism and education 
has resulted in parents' suing schools that have granted high school 
diplomas to students who are illiterate. Taken together, these factors 
have combined to spawn a nationwide trend emphasizing the much 
publicized back-to-basics movement. 

One effect of these conditions is a demand for accountability in 
education — that is, a demand that educators be held responsible for 
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what students leam. The call for accountability is not new,^ but, given 
the ire of taxpayers facing inflationary times, it must be given more than 
superficial acknowledgment by educators in the 1980's. The response of 
many teacher training institutions to the previous cries for accountabil- 
ity was competency-based teacher education (CBTE). CBTE became fhe 
innovation in teacher training during the 1970's. CBTE is an approach 
to teacher training — 

, . . that focuses on students' acquisition of specific competencies. 
, . , Competencies are composite skills, behaviors, or knowledge 
that can be demonstrated by the learner.* 

Hence, in CBTE programs, prospective teachers are held accountable for 
attaining specified levels of ability in performing essential teaching 
tasks. The essence of the programs is the identification of competencies 
that trainees must master in order to be certified. 

Joining our colleagues in other areas, teacher educators in the field 
of speech communication advocated CBTE during the 1970's. In pro- 
jecting about teacher preparation programs, Ratliffe suggested that "the 
essence of future models will probably be a focus upon competencies 
. . . essential to the teaching of communication. , . /'^ In summarizing 
the implications of the 1973 Memphis Conference of Teacher Educators 
in Speech Communication, Friedrich offered CBTE as an "instructional 
strategy which holds great promise" as a creative and innovative ap- 
proach to teacher education in speech communication,^ 

While literature on teacher education in speech communication 
during the 1970's contained statements advocating CBTE, reports de- 
scribing the implementation of CBTE programs within the speech com- 
munication field have not been forthcoming.^ One cannoc help but 
infer, consequently, that perhaps few such programs have been imple- 
mented. Because many of the same conditions that fostered CBTE in the 
1970's will exist in the 1980's, however, CBTE may still be the most 
appropriate way of responding to the challenge of training effective 
teachers. The remainder of this chapter presents a proposal for the 
implementation of a research-based, leamer-sequenced, field-oriented 
CBTE program in speech communication designed to meet the needs of 
teacher education in the 1980's. 

roENTIFICATION OF COMPETENCIES 

The foundation of successful CBTE rests on the identification of 
competencies that are essential to the teaching of speech communica- 
rion and the organization of those competencies in a way that is mean- 
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ingful to the trainees. For prospective elementary school language arts 
teachers and secondary school speech communication teachers, there 
are two important types of competencies: those dealing with the contend 
of instruction and those dealing with the process of instruction. 

Content-Oriented Competencies 

Content competencies deal with what the speech communication 
teacher should teach. As Peters state:^: "If anything is to be regarded as 
a specific preparation for teaching, priority must be given to a thorough 
grounding in something to teach."® An indictment of teacher education 
that is continually being voiced is that training institutions turn out 
teachers who have studied methods of teaching but who are sorely 
lacking in the substance of what to teach. 

During the late 1970's in the field of speech communication, strides 
were made toward generating content-oriented competencies. In the 
1980's teacher educators do not have to rely upon their intuitions for 
curricular decisions; but can incorporate the findings of four research 
studies. Three were undertaken to determine the communication needs 
and abilities of students at various levels.^ By means of surveys, litera- 
ture reviews, and task force work, the authors derived and/or compiled 
competencies or objectives for K-12 students. It is essential not only 
that the teachers of our students be prepared to teach these skills, but 
also that they have mastered the skills. A fourth study offered compe- 
tency guidelines to be achieved by speech communication specialists for 

The field of speech communication has expanded in recent years 
and has become more diverse. Teachers are no longer called upon merely 
to teach public speaking. Objectives from the questionnaire study of 
Cegala and Bassett, for example, included 13 categories of content with 
a broad range: listening, small group, processing information, nonver- 
bal, problem solving, conflict, mass communication, feedback, public 
s'^eaking, verbal expression, message analysis, personal growth, and 
interpersonal.^^ Speech communication teachers need to have more than 
it passing familiarity with the content of these areas; they need to have 
a thorough understanding of each. A synthesis of the competencies 
offered in these four sources would provide an important base in estab- 
lishing the content that prospective speech communication teachers 
need to master. 

Process-Oriented Competencies 

The second important competency area for speech communication 
teachers is that dealing with the process of instruction. According to the 
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. . . since teaching-leaming processes are primarily symbolic in- 
teractions, teacher preparation programs should be concerned with 
. . . the development of the prospective teacher's own communica- 
tion and performance competencies in order to facilitate leaming. 

12 

Three different types of sources of such competencies are available. One 
source includes lists of communication competencies that have been 
generated through surveys'-* or by task force work.'"* A second source 
lists more general teacher competencies that have been compiled by 
education specialists, including communication competencies.^^ For ex- 
ample, competency categories such as relating interpersonally, interper- 
sonal relationships, and interpersonal regard and group activity are 
clearly communication-related. 

A third, and perhaps the most important, source is the findings of 
research efforts that have correlated communication-oriented variables 
(e.g., giving feedback) with student achievement, hi a widely cited 
review of research on the relationship between teacher behavior and 
student learning, Rosenshine and Furst described nine variables that 
were most consistently related to student gain.^^ Seven of the nine can 
be considered communication variables: clarity, enthusiasm, use of 
structuring comments, task orientation, criticism, teacher indirectness, 
and use of multiple levels of questions or cognitive discourse. More 
recently. Medley synthesized a large number of studies that addressed 
this question: "How does the behavior of effective teachers differ from 
that of ineffective teachers?"^^ Many of the behaviors examined were 
communication behaviors (e.g., asks new question, repeats question, 
gives answer). Finally, Larson reviewed research that reported a signifi- 
cant relationship between teacher communication behaviors and stu- 
dent achievement (e.g., defining, paraphrasing).^® Although these re- 
views isolated variables that were often general in nature, they can serve 
as a basis for competency statements. For example, from the variable of 
clarity, several competency statements can be generated: e.g., teacher 
gives students concise explanations of subject matter; teacher gives 
students concise directions that are readily understood without follow- 
up questions. An important task for teacher educators of the 1980's is 
to derive competencies from these research variables and then to syn- 
thesize them with competencies derived from sources previously men- 
tioned. Such a synthesis would have the added advantage of having 
been generated by both classroom teachers and researchers. 
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ORGANIZATION OF COMPETENQES 



Leemer*Sequenced Programs 

Once competencies have been identified and selected for inclusion, 
it is necessary to organize them into an integrated program of teacher 
training. An important, yet often overlooked, factor in program plan- 
ning is the relevance of the competencies to the prospective teachers. 
Hall and Jones propose that mastery of competencies is unlikely to occur 
unless the personal needs of the students are considered; "If a CBTE 
program actually ignores the personal psychosocial needs of students in 
the program, it is doomed."^' They advocate a personalized program of 
teacher training that provides instruction that is sequenced according to 
the concerns of the prospective teachers. 

Research has indicated that the general concerns and the communi- 
cation concerns of prospective teachers can be conceptualized according 
to three phases: (1) concern about self as a teacher (adequacy and sur- 
vival), (2) concern about the task of teaching (instructional duties), and 
(3) concern about impact (effect on pupil learning and pupil affect). 
Concerns of teachers in training were found to differ from those of 
practicing teachers, with preservice teachers expressing more self and task 
concerns and in-service teachers expressing more impact concerns. The 
implication of this research for CBTE programs is that competencies 
should be sequenced according to the concerns of trainees in order for 
the program to be most meaningful to them. Such a learner-perceived 
sequence for presenting program competencies was advocated by Pop- 
ham and Baker as early as 1970 when they stated that the interests and 
needs of the learner might well be one basis for curricular decisions. 
They reported on successful teachers who permitted a pupil's "areas of 
concern to help guide what is taught."^^ Hall and Jones suggest a similar 
approach in allowing prospective teachers to "acquire the skills and 
competencies they were concerned about or those that would help them 
alleviate their concerns when they needed to."^^ 

For example, contrast two competencies, the first derived from a 
self concern and the second from an impact concern: 

1. Presents self as a credible person whom students like and re- 
spect as a teacher. 

2. Conveys to students a feeling that they are liked and respected. 

While both of these are important competencies, research has demon- 
strated that self concerns are the most salient to prospective teachers. 
Thus, it is reasonable for trainees to achieve the first competency, then 
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attempt the second. After mastery of the self competency, they will be 
more interested in attempting the impact competency. 



Field-Oriented Programs 

In addition to sequencing according to the concerns of prospective 
teachers, a final suggestion for improving CBTE programs in the 1980's 
is to shift the emphasis from classroom-oriented to field-oriented pro- 
grams. Most teacher training programs include what is known as a 
student teaching or intern phase. Typically, this involves a short seg- 
ment (one quarter or semester) of time spent in a school district under 
the supervision of a master teacher. The internship usually occurs at the 
end of the training period during the student's senior year. 

Since many prospective teachers describe this aspect cf their train- 
ing as the most meaningful, it is reasonable that it should be the basis 
of our programs, not merely a one-time experience. As early as 1973 
Ratliffe advocated "a shift of the student teaching experience from the 
periphery to the core of the teacher preparation model,"^^ but few 
descriptions of such programs in speech communication have been re- 
ported. In helping prospective teachers move through the phases of self, 
task, and impact concerns, a field-oriented program that extends over 
a longer period of time would allow them to resolve their concerns more 
effectively.^'* For example, competencies that deal with the area of self 
concerns would be addressed first in the training program. Students 
would take classes, study, and begin to master self-oriented competen- 
cies. They would then be given time in the school setting to practice and 
finally demonstrate mastery of competencies. In this way the field expe- 
rience would extend over the duration of the training period and would 
more effectively prepare prospective teachers for their roles as practicing 
teachers. 

CONCLUSION 

Economic and societal trends affecting education at the onset of the 
1980's are not vastly different from those during the mid and late 1970's. 
CBTE is still the most appropriate response to demands for accountabil- 
ity coupled with higher educational costs and an emphasis on basic 
skills. In CBTE programs, teachers would be certified only if they have 
demonstrated mastery of specified competencies determined to be cru- 
cial to the teaching of speech communication. By their mastery of both 
content and process competencies, prospective teachers would offer 
assurance that they are likely to be more effective than their peers who 
graduate from non-CBTE programs. 



Three suggestions for improving CBTE in speech communication 
and for making it more effective in the 1980's have been offered in this 
chapter; (1) Both content and process competencies included in the 
CBTE programs should be based on research findings. (2) In order to 
make CBTE programs more relevant to trainees, competencies should be 
sequenced according to an empirically based, learner-perceived (con- 
cerns) sequence. (3) CBTE programs should decrease the emphasis on 
classwork and move to field-oriented approaches. 
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